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Abstract

This study is an effort to determine whether instruction
5n the tagmemic discovery procedure, one component of tag-
memic rhetoric, significantly improves the student's ability
to inquire into ill-defined problems and to communicate the
results clearly and persuasively. An experimental course
based on the first half of Richard Young, Alton Becker and
Kenneth Pike's Rhetoric: Discovery and Change, was taught to
t4elve.University of Michigan seniors, and nine tests were con-
ducted to assess changes in the students' rhetorical skills.
Changes in the stylistic and grammatical qualities of the
essays and student reactions to the course were also investi-
gated.

The results provide clear support for the proposition that
strong personal involvement in an intellectual activity and
substantial knowledge of the subject tend to improve the quality
of what is written. Even though no formal instruction was pro-
vided in conventional` rhetorical skills (e.g., usage, sentence
and paragraph development, logic, methods of persuasion, and
arrangement), English teachers regularly rated final essays
more acceptable than initial ones. Students also improved in
their ability to analyze problematic situations and state prob-
lems. Furthermore, the results of their explorations of prob-
lematic data were more complex and varied; they became' more
sophisticated in testing hypotheses for adequacy; and they
wrote essays that were more understandable and persuasive at the
end of the course.

The experiment did not establish, however, that the improved
ability to explore problematic' data was directly related to the
nine-cell search procedure. Further study is required before
conclusions can be drawn. In addition, the tests did not indi-

. cute that the theory as presently formulated and the course as
taught increased the students' sensitivity to problematic situ-
ations; specific instruction direeted toward thiS end is appar-
ently needed.' Although students wrote more clearly and per-
suasively at the end of the semester, they cOntinued to make
about the same number and kinds of stylistic and grammatical
errors; formal instruction is probably necessary to bring about
substantial imprOvemellts in the student's ability to produce



stylistically and grammatically adequate sentences.

Modifications in the rhetorical theory, teaching materials
and testing procedures which are recommended in the study are
currently being carried out.

cb



Chapter One

The Problem

In 1937, the Committee on Undergraduate Training of the

Curriculum ,Commission of the NCTE argued that the main reason

for the failure of freshman English is that it attempts the

impossible. :retries to teach the student to write in an in-

tellectual vacuum, that is, to write without a subject. In

terms of conventional pedagogy, his practice in writing is not

motivated; it is directed toward no definite and specific ends;

it is divorced from all of his 'life activities'" (Campbell,

1934, p. 35). Judging from more recent studies, such as Albert

Kitzhe :r's Themes, Theories and Therapy (1963) and Herbert

Muller's Uses of English (1967), the practice has not changed

significantly during the last generation. Nor is it restricted

to the freshman course; it typifies much,pf our writing instruc-

tion from primary school through' college, although, as is clear

from Muller's account of the Dartmouth Conference and the reports

from the National Developmental Project on Rhetori't (Bitzer and .

and Black, 1971), there are promising signs of change.

The peculiar lack of growth in the discipline and the basic

similarities among conventional approaches, despite their surface

differences, doubtless have several causes. But a fundamental'

cause is surely a conception of rhetoric which has dominated



writing programs for well over a century. During this time,

the scope of rhetoric has been sharply reduced. Most notably,

"invention"--the art of systematio inquiry into the subject,

one of the Five Arts of classical rhetoric--has virtually dis-

appeared as a discipline. Those in charge of teaching writing

have been, with a few exceptions, preoccupied with correct

usage, structure, and style; or to put it another way, they

have focused their attention primarily on the editing of dis-

course for such features as grammaticality, prestige usage,

clarity, precision, and organization. The result has been -

to borrow I. A. Richards' description--a "waste" from which

both student and teacher seek to escape (1936, p. Professor

Muller maintains that "teachers fail because they appear to

emphasize 'writing' instead of writing-about-something-for-

someone" (1967, p. 101).

Efforts to make composition "relevant" by means of assign-

ments which encourage self-expression or which require analysis

of great literature (or great'ideas,or contemporary issues) have

done little to remedy the problem, partly because Of a lack of

intellectual discipline required in the writing and classroom

discussions, partly because problems of language tend to be

divorced from problems of truth and inquiry. Summing up one

powerful source' of discontent among many teachers of rhetoric,

Professor Muller deplores the prevailing tendency to minimize

the need of systematic knowledge, the value of techniques of

analysis, the pleasures and excitements of 'cognition', or in
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general the importance of t.;zinking" (1967, p. 106).

We are arguing, that a fundamental problem has persisted

for decades in rhetorical instruction. Students are expected

to learn, and they need to learn, to use language to explore

their.own experiences in search nf ordering generalizations,

to do so rigorously and responSibly, and communicate their

beliefs clearly and persuasively to others. Yet they are sel-

dom given formal instruction in the arts of inquiry, argument,

and persuasion. Conventional instruction is heavily biased

toward the properties of good prose--a worthy goal but inade-

quate in itself,'and perhaps unattainable when isolated from

intellectual and social concerns.

A second problem,, a more general one since it is'not con-

fined to a,single discipline, is,evident in several studies

which show that the "abilities needed in typical academic

activities are relatively independent from the abilities needed

in creative activities" (Parnes, 1966, p. 3). Educators and
0

students alike are well aware that, in Harold Rugg's words, "we

have had millions of hours devoted to training in solving prob-

lems by reason, but almost none devoted _to the cultivation of

the imagination" (1963, p. 310). In short, we have tended to

equate education with the mastery of rule-governed processes

and the passive acquisition of information. To the extent that

we have done so, we have subverted one of the goals of education.

For as Jerome Bruner argues,
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Education seeks to develop the power and sensi-
bility of,hind. On the one hand, the educational
proces transmits to the individual some part 'of the
accumulation, of knowledge,, style, and values that
constitutes the culture of a people. In doing so,
it shapes the impulses, the consciousness, and the
way of life of the individual. Buft'education must
also seek to devel p the

i
iplocesseS of intelligence

so that the individual is capable o,f going beyond
the cultural ways of hi's social world, able to in-
novate in however modest a way so that he can create
an interior Culture of his own. For whatever the
art, the science, the literature, the history, and
the geography of a culture, each man must be his own
artist, his own scientist, his own historian, his
owm navigator (1965, ppi 115-116),*

"Education," Bruner concludes, "must;..be not,only a process

that transmits culture but also oneithat provides alternative

views of the world and strengthens the will to explore them"

(1965, p. 117). Our educational- system. does well in transmit-

ting what has been learned in the past;'but it does much less

well in developing the student's ability to use his knowledge

to inqUire and innovate. Hence educators are confronted with

a fundaMental problem: we assert the importance of developing

the student's ability to conducts independent inquiries in

response to problems arising in the world around him; but we

have done little, directly at least, to develop this ability.

Divorcing instruction from "life activities" and minimizing "the

pleasures and excitements of cognition" seems to characterize

'education in other fields as well as rhetoric. Indeed, we might

argue that the problem in rhetoric is a special instance of this

larger educational
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Chapter Two

Hypotheses and Predictions

Any solution to the first problem must redefine the

activity of writing as an effort to understand and to communi-'

cate what has been understood; to put it another way, it must

provide for instruction in what amounts to a modern art of in-

vention that can be-brought to bear on genuine problems students

face as thinkers and participants in a highly diverse society.

Any solution to the second problem must provide all students

with instruction which has as its primary objective the culti-

vation of, their ability to use their knowledge as a basis for

original inquiry. A.single_solution to both problems would be

desirable since it would have the great advantage of economy.

It is our belief that tagmemic rhetoric is potentially a

solution to both problems. For it *provides a comprehensive

theory of the rhetorical process and the means for increasing

the student's ability to carry it out, including a fully developed

art of invention. The wide range of "real world" problems which

may be uealt with in rhetoric courses provides an opportunity

to develop the student's ability to inquire into ths kinds of

problems he must face as an adult. Since rhetoric, even in

its present diminished form, is required of all students at

every level of education, it offers an opportunity for eventually
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providing all students with instruction in the art of original

inquiry.

But before it can be asserted that tagmemic rhetoric does

in fact offer one possible solution to both problems, it must

be demonstrated (a) that it does increase the student's ability

to inquire. into ill-defined problems (i.e., problems whose

dimensions are imperfectly known, for which several reasonable

answers may be possible, and for which there are no rules-for

solving) andi(b) that it does improve the student's ability to

write clear, rrsuasive discourse embodying the results of his

inquiry.

The goal of this research is, therefore, to determine

whether instruction in tagmemic rhetoric, and in particular

tagmemic invention, produces significant improvements in the

five abilities listed below. The predictions associated with

the five abilit4-z:s and their attendant tests will be discussed

in detail in Chapter Four, "Testing Methods and Results."

I. The student's awareness of problematic (i.e., dissonant)

situations in his own experience. Three predictions were made

to determine whether there was an increase in his awareness of

problematic situations. Prediction 1: In a given time period

the student will be able to note more problematic situations

in his personal experience '(i.e., cognitive dissonances arising

out of his perception of complex, or ambiguous, or _anomalous

data) at the end of the semester than at the beginning. Pre-

diction 2: The student will redirect his attention in his
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reading from misce laneous features to features which induce

problematic situations. Although not told to do so, he wily

voluntarily note in his "reading log" more problematic situations

at tl-e end of the semester than at the beginning. Prediction 3:

When presented with complex (ambiguous, anomalous) data, the

student will be able in a given time period to note more prob-

lematic situations at the end of the semester than at the begin-

ning.

\ II. The student's ability to analyze and state problematic

situations an,i their relevant unknowns. Prediction 4: When

asked to state a problem clearly and precisely for a specific

audience, students at the end of the semester will be better

able to formulate problematic situations with clearly dissonant

elements and unknowns which clearly derive from t' problematic

situations (an "unknownbeing the question that must be answered

to eliminate the problematic situation); furthermore, they will

be able to do so in such a way that the audience will under-

stand the problem.

III. The student's ability to explore problematic data

efficiently and adequately. To determine whether this ability

improved, three predictions were made. Prediction 5: The stu-

dent's exploration of problematic data will reflect the various

perspectives called for by the tagmemic discovery procedure.

This prediction was made to determine whether the students were

using the procedure, since we cannot expect that changes in the

ability to explore data will reflect the characteristics of the
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procedure if it ha:; not been used. Prediction 6: In a given

time period students; will be able to i oduce more discriminably

different observations aboUt the problematic data at the end

of the semester than at the beginning. Effective exploration

requires nc,t only making many observations but many different

kinds of observations, a process often referred to as "recenter-

ing" or "decomposition." Prediction 7: At the end of the

semester, a student interrupted in his exploration will require

upon returning to it less "warm-up time" and spend less time

on previously explored lines of inquiry. Since the tagmemic

procedure specifies a set of interrelated lines of inquiry, the

inquirer should be better able to keep track of what he has

done and what remains to be done, thus eliminating wasteful

repetition.

IV. The student's ability to test hypotheses for adequacy.

Prediction 8: At the end of the semester, student arguments

will contln a closely related set of features reflecting an

increased ability to test hypotheses (for example, the hypothesis

will answer the question poF.ed,oin the problem, alternative

hypotheses will be considered...).

V. The student's ability to induce understanding and ac-

ceptance by various audiences of the problem, hypothesis and

reasons for believing it. Prediction 9: Readers for whom the

pre- and post-test arguments ar.-2 written will rate the latter

more acceptable than the former.



The last objective and prediction require further explana-

tion, sinte tne students were given no instruction in the skills

usually thought to be necessary to achieve the objective. That

is, no formal instruction was offered in grammar and usage,

sentence and paragraph development, logic, audience analysis,

methods of persuasion, and arrangement. We were interested.in

whether the students' ability to write clear and persuasive

discourse improved even 'hough they were given instruction only

in the tagmemic 'discovery procedure. Or to put it another way,

we were interested in whether Plato was right in his insistance

on the priority of thinking in the production of effective dis-
t

course.
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Chapter Three

The E..perimental Course

The subjects of this study were twelve students in a

rhetoric course required of all seniors in the College of Engi-

neering. The course was one of six offered by the Department

of Humanities 'n the fall semester, 1971, all of which had the

same description in the College catalogue. No attempt was

made to screen the students, nor were they told that they were

taking part in an experimental study. They met for 'fourteen

weeks, three times a week..

The Course - Goals

The goals of the course, presented to the students at the

first meeting (see Appendix A ) were appropriate rewordings of

the instructional goals discussed earlier on pages 2:

1. to increase your awareness of problematic situations

arising out of your own experience;

2. to increase your ability to analyze and state problem-

atic data efficiently and adequately;

3. to increase your ability to explore problematic data

efficiently and adequately;

4. to increase your ability to test hypotheses for

adequacy; and

5. to increase your ability to induce understanding and
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acceptance by various audiences of the problem,

hypotheses, and reasons for believing them.

The s uden-ff-were told that, although the course was concerned

with both the art of systematic inquiry and the arts of com-

municating to various audiences what has been learned, the

emphasis would be on the former. Or to put it another way,

the course was concerned with the entire rhetorical process,

the process during which one moves from the perception of a

plioblem through the process of inquiry to a finished discourse

designed to convey the results of the inquiry to a specific

audience; but the focus of attention would be on the process

of inquiry and procedures by which it can be made more effici-

ent and effective. Th way the five goals are stated suggests

this emphasis: the fir t four, which are skills of inquiry,

are stated much mere pecifically than the last, which encom-

passes all the remaining skills necessary for carrying out the

rhetorical process.

The Course - Means

Isocrates wisely argued that the development of skill in

rhetoric requires native ability, technical knowledge, imitation

of models, and practice. The technical knowledge and models

were supplied primarily by the first seven chapters of Young,

Becker and Pike's Rhetoric: Discovery and Change (1970).

Chapter 1 provides a brief history of rhetoric and introduces

the concept of the rhetorical process. The next six chapters
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are designed to help the student understand and control the

process of inquiry. They provide extensive discussions of the

stages cf the process and heuristic procedures for increasing

one's control over each stage; i.e., systematic discovery

procedures reauiring both reason and intuition in eir-appli-

cation. (The remaining nine chapters of the book, which are

concerned with writing for specific audiences, organization,

techniques of argument and persuasion, and editing, were not

taught, nor was any instruction given the students in these

matters. However, various audiences were specified in paper

assignments and serious errors in style, usage and structure

were noted on the papers though not corrected.)

But reading about_a skill, discussing it, and studying in-

stances of its application are not sufficient to develop the

skill, though they are necessary. For knowing what is not the

same as knowing how. Learning a skill reauires practice.

Developing a skill requires repetition of a process in a variety

of different situations; thus a functional redundancy must be

built into the plan for any course designed to develop skills.

In the plan for the course (Table I), the list on the left side

describes the skills to be mastered and the five columns reflect

the assumption that mastery requires practice. Each student

was asked to engage in the entire rhetorical process five times,

each cycle beginning with the isolation and analysis of a dif-

ferent problem arising in the student's own experience and ending

with one or more essays written for different audiences. During
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the first three cycles there 1.4,-,s an increasing amount of

detailed instruction, as can be seen from the number of days

spent on each cycle and what was done to teach each of the

skills. In the last two cycles the students were asked to

demonstrate that they could engage in systematic inquiry 5nde-

penlent of instruction, first in class presentations and then

in an exte, final examination.

haul Fitts (1964, pp. 244-283) has proposed that learning

a complex skill progresses through three phases along a continuum.

In the "early phase" one learns what the skill is; in the "inter-

mediate phase" he has practiced enough to develop some profici-

ency, though he still makes mistakes and must thinkbout what

he is doing. In the "late phase" he makes few errors and is

so proficient that he no longer need think about technique.

By the end of the course we hoped that each of.the students

would be well into the second phase. We also hoped that re-

peated experience in genuine inquiry would lead them to discover

the intrinsic rewards in solving complex problems for themselves.

Determining whether instruction in tagmemic invention pro-

duced significant changes in the five skills required the use

of identical tests at the beginning and the end of the course.

It also required that the tests be unobtrusive--that A, the

tests had to appear to be routilie parts of the course. For it

was essential that the students not know they were participating

in an experiment. If they did, their behavior in the course

could not be considered normal. We all act differently if we
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know that we have been singled out for special attention.

The cyclical structure of the course allowed us to test

the same skills twice, using virtually identical tests, and to

do so without arousing the students' suspicion that there was

something unusual going on. They were told at the beginning

of the first cycle that they were going to be "walked through"

the entire rhetorical process in a short time and with.)ut in-

stXt'leion. One purpose of this, they were told, was to give

them quickI4K sense of the whole process, which would be studied

later in detail. A recond purpose was to demonstrate that they

were already able to carry out the process upon entering the

course; we wanted them ta unders":and that the course was de-
r

signed not to develop totally new skills but to improve skills

they already had. The last cycle of the course was presented

as the final examination, which required that they carry out

the process aglain without instruction.

Appendix B is the detailed course syllabus, a copy of

which was given to each student. It presents the daily assign-

ments, daily objectives related to the five course objectives,

and optional self-tests, which enable the student to determine

for himself whether he has learned well. Appendix C contains

the assignments for the nine papers required for completion of

the course.
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Chapter Four

Testing Methods and Results

General character of the testing mel-tods.

We anticipated that the measurements taken in this experi-

ment would be relatively gross and non-discriminating in impor-

tant respects, but that they would furnish an essential basis

for further refinement. The general strategy followed in all

the testing procedures was to have students perform the same

task twice, once early and once late in the term. As was

pointed _out in Chapter Three, the tests were designed in such

a way that the students were unaware that they were partici-

pating in an experiment. Instructions for the tasks--identical

in both instances--were written and distributed to each student.

All scoring of results was done at the end of the term, with

scorers and judges ignorant of student identities and of the

time when the task was performed.

We based most of the tests on the students' analyses of

two short stories--"Subpoena" and "A Film" both by Donald

Barthelme; this was necessary to provide experimental controls

and insure comparable data on pre- and-post-tests. (Copies of

each story can be found in Appendix D.) The stories were

judged to be roughly equivalent in length, intended audience,

vocabulary, and complexity of meaning. In the first week of the



term, one-half of the class (Group 1) worked with "Subpoena'

and the other half (Group 2) with "A Film." Students began

by listing the prpblems they found in trying to understand

,the story; they then chose one problem and analyzed and stated

it; finally, they wrote brief essays based on the analysis.

In the last two weeks of the term,' the test passages were switched;

Group 1 going through,the entire sequence with "A Film," and

Group 2, with "Subpoena." We assumed that the two halves of

the class were roughly equivalent since it was divided alpha-

betically. Copies of each of the products generated by this

procedure were typed with a uniform format, and random numbers

were substituted for the students' names and dates of composition.

The bases for the. remaining tests--student responses to a

variety of personal experiences--are discussed below.

The various scoring and judging operations conducted in the

study were dictated by the predictions discussed in Chapter Two:

At all points, inter-judge reliability was investigated before

further analysis was done. In general, three kinds of comparisons

were made. 1) Pre- and post-test results associated with both

stories, across different groups of students. This procedure

tests the overall development of skills and knowledge of the class

as a whole. 2) Early and late products of the same student, with

the stimuli varying. This tests changes in the individual stu-

dent's skills and knowledge. 3) Occasionally, results associ-

ated with a particular story ("Subpoena" or "A Film").\This was

to determine whether, for example, there were in fact significant'

differences in difficulty between the stories.'
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Instructional objective I.

The first objective was an increased awareness of problem-

atic situations arising out of one's own experience. The tests

were based on the assumption.that if awareness increased, more

problematic situations would be identified in a given period

of time: Three tests were used to evaluate achievement of the

objective.

Test I. Students were instructed to list prob-lems that
---

they were aware of in any domain of their experience and to

specify whose problem each one was. The complete instructions

are contained in Appendix E.' They were given twenty minutes

for the task and were asked to number each problem as they wrote

it down. The task was carried out on the sixth meeting and

again on the last meeting of the class. Both times the students

wrote for the entire twenty minutes.

Scoring consisted of recording the number of problems written.

In the post-test, four students identified more problems than in

the pre-test; six identified fewer; and two gave the same number."

The results were the opposite of our expectation. However, the

pdst-test problem statements were consistently longer and more

complex. Thenstudents seemed to be more engaged with the prob-

lems and not to be simply setting down convenient labels. This

suggested that, althouth fewer problems were being identified,

they had more meaning for the writer. Therefore, a second scoring

procedure was developed.

One reason for not being consciously aware of problematic
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situations is that they often make us uncomfortable. The

desire to avoid pain may result in an unwillingness to per-

ceive such situations; or if one does, he may refuse to acknow-

ledge them as his own, ascribing them to other people, other

places. other times. This reasoning led us to investigate the

"immediacy" -f the problems for the students. Six levels of

immediacy were postulated, ranging from "felt difficulty in one's

self at the present time" to a timeless logical inconsistency

in some abstract scheme. The Scoring criteria are discussed

fully in Appendix F.

One of the experimenters scored students' statements twice,

but the two scorings into six categories did not agree enough

to serve as a basis for making judgments. However, by combining

categories 1 and 2, 3 and 4, and 5 and 6, agreement reached the

+ 285% level. A pre-post comparison was then made of the 1
+

ratios, and an increase from .52 to .72 was found for the class

as a whole. Data from two students had to be'discarded; of the

remaining ten, the ratios for six in=eased and for four, d -

creased. A Wilcoxon matched-pairs signed-ranks test gave a

probability of .08--a little short of the accepted .05 mark, but

close. It was concluded that fewer problems were identified

per unit time in the post-test, but there was a tendency toward-

greater involvement with those that were written down and some-

what more willingness to examine-the complexity of each.

Test 2. It was desirable to obtain an additional measure

of the personal discomfort that problematic situations created
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for the students. Therefor;e, they were asked to keep a reading

log--a running record of personal reactions to the readings in

this and other courses. (See Appendix G for the instructions.)

The emphasis was on "personal reactions," and no mention was

made in the assignment of problem statements of any kind (as

distinct from the procedure in Test 1). We sought to answer

two questions: "To what degree do students voluntarily note prob-

lems? And to what extent do they accept them as personal rather

than remote abstractions?"

There were three submissions of the log for faculty com-

ments, during the second, sixth, and thirteenth weeks of the

course. The reader-commentator, one of the judges, was unaware

of the nature of the critical data being sought. He was told

only to comment on the logs as he would on journals frequently

kept in conventior..al courses in rhetoric and literature.

With all evidence of student identification and time of

submission removed, one of the experimenters scored each of the

logs four times in a three-month period, using the same criteria

as in Test 1. On the average, he was able to place a log entry

in the same category 81% of tho time--a satisfactory figure.

The results tend to support those of Test 1. From the first

to the third submission, the overall ratio of the number of

problems to the number of words decreased. Of twelve students,

one'had equal ratios, seven showed decreases, and four showed

increases. But again students appeared to give more attention to

the exmination of individual problems, rather than simply noting
p

them.
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To answer the second question, the problem statements

were analyzed for immediacy 'using the same p ocedure as in

Test 1. The ratio of more immediate" problems (combined cate-

gories 1 and 2) to "more remote" problems (combined categories

5 and 6) increased from first to third submission. This means

that for a given number of.problems a greater proportion was

perceived ats personally involving, or more immediate, to the

writer. Four of twelve students had either equal ratios ur

inadmissable data (ratios involving zero in either numerator

or denominator). Of the remaining eight, seven showed higher

ratios at the end. 3y sign test, the probability of this occur-

ring by'chance is .07--again just a little short of statistical

significance.

We concluded from Tests 1 and 2 that students at the end

were engaging in more sustained examination of individual

problems, so that in a given time period fewer problems were

listed. Students also seemed to exhibit somewhat greater com-

fort in admitting and accepting problems into their own cognitive

systems.

The remaining tests were based on the student analyses of

the two short stories mentioned earlier. Teat 3, Students

were asked to list problems, difficulties or ambiguities they
ei

found in either "Subpoena" or "A Film." This test differs

from the preceding twc in that it calls for problem perception

under more controlled conditions. Again, the expectation was

that a greater number of problems would be perceived in the post-

test.
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On the second meeting .of the course Group 1 was given a

cclpy of "Subpoena", and group 2, a copy of "A Film" to read

carefully. At the following meeting they were allowed twenty

minutes to list the problems that came to mind ih connection

With the story. (See Appendix H for the instructions.)

During the next to the last week Group 1 worked with "A Film"

and Group 2, with "Subpoena"; and the same procedure as fol-

lowed. All lists were typed with the same format; all names

and dates were removed, and random numbers were assigned each

list.

The lists suggested that the students had a rather hazy

idea of what a problem statement is, some statements being merely

expressions of uneasiness, some being hypotheses in question

form, some being tctally irrelevant; others, however, were

genuine, if abbreviated, problem statements--either problematic

situations or statements of unknowns. The lists were scored by

four judges, who were asked to categorize each statement in

each list as a "felt difficulty," a "problematic situation,"

an "unknown," a "hypothesis," or "other kind of comment." A

three-hour practice scoring session was held, using lists other

than those produced by students in the experimental course.

Where disagreement occurred, instructions were examined for

ambiguity, and necessary additional instructions were adopted.

(The complete instructions, including definitions of the five

categories, are contained in Appendix I.) Then each judge

scored all student-lists independently. A meeting was then

held to arbitrate any differences in categorization.
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As in Tests 1 and 2, the number of statements by the

students declined (contrary to the prediction) though not by

a significant amount. On examining the data in more detail,

it was found that "A Film" consistently elicited more state-

ments than did "Subpoena", 108 to 86. This difference was

analyzed statistically by the sign test, but was found non-

significant. Examination of the student lists indicated, as

in Tests 1 and 2, more systematic thinking in the post-test,

more careful analysis and more precise statements, suggesting

greater control of the process of inquiry. Table 2 shows the

number of each kind of statement found in pre- and post-tests.

Table 2

Number of student statements in each of five categories

Felt Problematic
difficulty situation Unknown Hypothesis Other Total

Pre-test 21 4 56 43 18 142

Post-test 0 15 84 31 0 130

A chi square test, applied to the two distributions, gave a

value of 109.93, which, with 4 degrees of freedoF, indicated a

probability twat this difference could have occurred by chance

less than once in a thousand times (p <.001).

Note especially the great concentration of post-test results

in the "problematic situation" and "unknown" categories, and

the dramatic decreases in the "other" and "felt difficulty"

categories. Ability to state problematic situations and related

unknowns is essential to both the analysis and communical:ion
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of problems; a combination of the two constitutes a complete

problem statement, although one or tne other is often used in

"real-world" situations as a kind of snort form. Felt difficul-

ties are tne necessary first stage of inquiry, but are important

oily as motivation for subsequent inquiry. They are mere in-

dications of discomfort or puzzlement and involve no effort to

analyze the difficulty. The absence of "other" statements in

the post-test indicates less random behavior in tne presence

of problcmatic data and greater understanding of the nature cf

problems and inquiry.

Overall, then, the evidence from tcree complementary tests- -

Test 1, the list of "real world" problems; Test 2, the log of

reactions to readings; and Test 3, the list of problems associ-

ated with the storiesdoes not indicate attainment or the first

objective; students apparently did not become more aware of

problems. however, they did become significantly more sophisti-

cated in dealing with the problems they identified.

Since the two short stories, "Subpoena" and "A Film," served

as the bases for nearly all the tests conducted in the experiment,

a closer look at their comparative difficulty for tnc students

is appropriate. Table 3 presents the rele'fant data:

,able 3

Averai7e number of statements per student

Film Subpoena

Pre-test 8.7 8.6

Post-test 9.6 5.5

The Mann-Whitney U test wa's applied twice - -to compare the two
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averages on the pre-test and then to compare them on the post-

test.. The pre-test difference is non-significant; the post-

test difference gives a probability of .066 -- nearly sign .2icant.

It appears that "A Film" might indeed have been a more difficult

story for the students to deal with, but that they were not

sensitive to this fact early and were unskilled at examining

such materials closely. This had apparently changed at the end

of the term, with "Subpoena" giving less trouble and "A Film"

being seen as more problematic. Comments in class by some of

the students lend support to this conclusion.

Instructional objective II.

The second objective was to develop the students' ability

to analyze and articulate problematic situations and their rele-

vant unknowns. One assumption in the theory upon which the

experimental course was based is that an adequately stated

problem has the following characteristics: a statement of the

problematic situation, in which the inconsistent elements are

stated as incompatibles (e.g., X but Y; X, however X conflicts

with Y); and an explicit statement of the unknown, usually as a

-question, the answer to which will eliminate or at least mitigate

the problematic situation. One test was conducted.

Test 4. After the students nad -isted problems arising

during the reading of one of the stories (Test 3), each was

asked to select a problem that seemed worth investigating further

and to write "a concise paragraph stating the problem so a hypo-

thetical group of English teachers can understand it." (See
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Appendix H for the instructions.) They were given twenty

minutes for the task. The pre-test took place during tne'first

week of the courses, and the pos;t-lest, during the next to the

last week.

The four judges were given detailed instructions for

scoring the paragraphs, consisting of four questions about the

characteristics of an adequately stated problem mentioned above.

They were also asked to rate how well they understood the para-

graphs on a 10-number scale. (The complete instructions to the

judges are contained in Appendix J.) As always, all identifi-

cation was removed before scoring. The judges scored a prac-

tice item, fo:t.lowed by a joint analysis of the results. Then

they individually scored the entire set of twenty-four para-

graphs; the results were grouped and averaged, where appropriate.

The data from the four questions (e.g., "Is an unknown stated?")

are reported in terms of the number of "Yes" responses given by

the judges.

The first issue that must be dealt with is the reliability

of the scoring. There were twelve students with two paragraphs

each, four questions and four judges answering each question,

tnus making 384 the maximum possible number of "Yes" responses.

Of these, there were 361 agreements based on individual scoring

(before a conference to resolve differences). This represents

a reliability of 92%--more often than nine times out of ten

the four judges gave the same answer to a given question. T.islc

presc-IlLs tne number of "Yes" responses on the pre- and post-tests:
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Table 4

Number of positive responses by judges

Problematic Components Unknown Unknown
situation? incompatible? stated? relevant?

Pre-test 11 9 16 2

Post-test 40 28 44 31

The maximum possible number in each cell of the table is 48.

As a direct test for achievement of the objective, a

Wilcoxon matched-pairs signed-ranks test compared the number

of "Yes" responses to each student's pre- nd post-tests.

This gave a "T" of 1.5, which is highly significant (p G .005).

Thus there was a clear change toward better analysis and articu-

lation of problems during the term. The understandability of

the paragraphs also showed significant improvement. The average

scale position on the pre-test was 2.8 (indicating the students'

statements were difficult to follow); the post-test average

was 7.4 (much more understandable). A t-test of the difference

between the two means gave a value of 5.201, which is signifi-

cant at the .01 level.

These results were largely independent of the story being

analyzed by tue student. Table 5 presents the mean number of

positive responses (of a possible 16) by the four judges to

the four questions combined and the mean "understandability"

ratings given to the pre- and post-test problem statements written

about "A Film" and "Subpoena":
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Table

Mean number of positive responses and
mean understandability ratings

"Subpoena" "A Film"

Questions Understand- Questions Understand-
ability ability

2.7 2.8

Post-test 11.5

3.5 2.9

7.7 12.0 7.1

We may conclude that there was a striking improvement in

students' ability to analyze and articulate problems and that

the ability was equally applicable to either story.

However, while it is useful to be able to analyze prob-

lems in the context of a class exercise, it is even more im-

portant to be able to use the same operations in writing essays

designed to communicate what one has learned. That this could

be done successfully was shown in two essays on the short stories

produced by each student, one turned in on the eighth meeting

and the other c the last class meeting. All dates and names

were removed from the twenty-four papers; they were then typed

with a uniform format and assigned random numbers. All were

scored at the same time. We assumed that the students' ability

to analyze problems could be evaluated through the responses of

the judges to throe questions (contained in the questionnaire

in Appendix P ): Is a problematic situation stated?" "Is a

question (or something to. be discovered) posed?" "Is a hypothesis

(i.e., an answer to the question) stated?" Since the data in

all three cases were in "Yes/No" form, they could be pooled
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across judges. however, the first question, as always, is

the reliability of the judges' scoring. There were twenty-

four essays, three questions and four judges, making a total

of 288 individual responses. Of these, there were thirty-four

disagreements, or a reliability of 88%. Given this consistency

in the data, pooling was carried out and an analysis conducted

on the number of "Yes" responses made to each student's early

and late essay. A Wilcoxon matched-pairs signed -ranks test

was run, and the results were highly significant (T=0, p .01).

We may conclude that the students learned not only to carry

out the desired analyses as class exercises but also to use the

same processes in their production of essays.

Instructional objective III.

The third objective was to develop the students' ability

to exploe problematic data efficiently and adequately. 'We

assumed that mastery of the nine-cell discovery procedure would

contribute to this end. (See Appen-?ix K for a summary of the

procedure.) Further, we reasoned that the objective implied

that the inquirer would become more adept at shifting perspec-

tives on problematic data, at exploring unfamiliar territory

adequately, and it continuing the task efficiently after an in-

terruption. All of these were expected to result from using this

procedure. Three tests were devised and carried out.

Test 5. This test was designed to_determine whether students

were using the nine-cell procedure in their explorations of
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problematic data in the stories. It required the identifica-

tion of the specific cell in the procedure that was represented
4

in each student observation about the data.

On the third meeting of the course, students were asked

in class to "Consider the short story again in terms of the

probleM you explained in the paragraph you wrote last hour.

the ideas that come to mind as you explore the story. Number

each observation." At the end of -nn minutes students were

asked to mark the observation currently being written; they then

continued for ten minutes more. At the next meeting, tne proto-

cols were returned to the students, and the procedure was re-

peated for. another twenty minutes. (See Appendix L for a copy

of the instructions.) The. testing procedure was repeated on

consecutive days during the next to the last week of the course.

Thus tne observations originated under the various conditions

indicated by the cells of Table 6.

Table 6

Design of Teat 5

Pre-test POst-feii

Session 1 Session 2 Session 1 Session 2

ldt 10' 2nd 10' 1st 10' 2nd 10' lst 10' 2nd 10' 1st 10' 2nd 10'

Written in
exploration
of "A Film"

Written in
exploration
of "Subpoena"
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Each observation on the students' lists was typed on a

3 x 5 card and assigned a random code number by a secretary;

thus the scorer, one of the experimenters, was ignorant of the

identity of the student and the time the observation was written.

The scorers task was to assign each observation to a specific

cell of the nine-cell procedure. The task required unequivocal

identification.of the unit being explored and reliable assign-

ment*of the observations associated with the unit to the cells.

This proved to be extremely difficult. A very detailed set of

scoring rules was developed (see Appendix M ), but repeated

application by one of the experimenters at different times re-

sulted in only 50% of the observations being assigned to the

same cell on any two scorings.

The attempt to secure sufficient scoring reliability was

continued for some time, because this test laid the groundwork

for two subsequent tests of the benefits of using the heuristic

procedure to guide inquiry into problematic data--the outcomes

predicted in Tests 6 and 7. The lack of reliability of'scoring

was especially important in view of the fact that successful

cell assignment would permit finer discrimination in the next

two tests. We finally concluded that the data, as collected,

was not in a form that would allow this to, be done. There was

no data which permitted unambiguous assessment of the students'

early and late ability or their inclination to use the method

of exploration called for by the heuristic procedure. Because

(:). this, a new set of instructions to students was formulated,

0
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although notlused in this test. (See Appendix N.) We recom-

mend that some version of these instructions be used in future

studies. If this is.done, it is probable that observations by

students could be assigned to the various cells reliably; hence

it would be possible to determine whether they were using the

procedure.

Test 6. This test was designed to determine whether there

was an increase in the number of discriminably different obser-

vations made in a given time period, indicating a wider-ranging

analysis. We had planned to use the results of Test 5 here;

we expected that students using the heuristic procedure would

make more observations which were clearly different in kind

than students who were not using it.

Four judges were given detailed instructions for sorting

the set of 3 x 5 cards, each containing one observation, into

categories on the basis of a significant shared feature. Each

judge sorted twenty-four groups, representing pre- and post-test

work by each of twelve students. (Appendix 0 contains the com-

plete instructions.) The judges performed the sorting task in

random order--that is, they did'not all first sort the observa-

tions of Student' X made in the pre-test, then those of Student

Y in the pre-test, etc. We expected that more categories, would

be found in the post-test, which would indicate that the stu-

dents were shifting perspectives on the problematic data more

often.

We first sought to determine inter- and intra-judge reli-

ability in sorting in terms of number of categories. Although
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the judges doubted their ability to repeat their original

categorizations, this was not an important concern, since

the number of categories was the focus of interest rather than

the particular composition of each category. As an asseksment

of intra-judge consistency, Table 7 presents the average num.:-

ber of categories each judge used at various stages of the task:

Table 7

Average numbers of categories created by four judges

Stages of sorting task

First 25% Second 25% Third 25% Fourth 25% Overall

Judge C 6.7 7.8 5,6 5.0 6.6

Judge K 6.7 7.8 9.8 7.2 7.9

Judge L 7.8 6.5 8.2 7.1 7.4

Judge S 6 . 8 6.3 6.8 6.0 6.6

In all cases, intra-judge variations could well be due to the

specific card groups sorted. All categories appeared to be in-

ternally consistent. When we consider inter-judge reliability,

we see that Judges C and S tend to be more inclusive, to make

fewer discriminations than the other two. Combining the data

of all judges and averaging provides a reasonable picture of

the variety of approaches shown by the students in making their

observations.

The average number sz& categories per student in the pre-

test was 6.3; in the post-test 8.0--which supports the prediction.

The number of categories found by the judges increased from



33

pre- to post-test for ten students and decreased for two. by

the sign test, this result is statistically significant

(p = .038). In addition, the mean, number of observations per

student also increased from pre- to posz-test (from 17.4 to

28.1). Thus students were more productive in making observations

about the stories, and they were also taking more points of view

which were discriminably different while doing so.

We conclude that the course gave rise to an increased vari-

ety of approaches--a greater tendency to thinking in different

ways. We should point out, however, that tnis result correlates

strongly with increases in the absolute number of observations

made. f.While the average number of different categories increased

by 27% (from 6.3 to ',3.0), the average number of observations in-

creased by 61% (from 17.4 to 28.1).

Test 7. This test was designed to determine whether there

was a decrease in the amount of time expended on previously ex-

plored lines of inquiry and a redaction in "warm-up" time re-

quired upon returning to the. task after an interruption. These

changes would indicate systematic.' qualities of exploration (i.e.,

the use of the nine-cell procedure is directing inquiry). The

test thus has two parts.

Zr The first part deals with the degree: ) which the student

cont',:nues to be able to take new viewpoints in exploring prob-

,lematic data. We reasoned thatthis could be assessed by finding

the degree to which observations written in the first and second

sessions (with three days intervening) were seen by judges as
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belonging in the same categories. The fewer the observations

in Session 2 that were cast into categories originally created

in Session 1, the greater the student's ability to "break set"

and look anew.

The results of the sorting task in Test G supplied the

necessary information. We found that in the pre-test 55% of

students' observations in Session 2 fell into categories of

ideas originally explored in Session 1; in the post-test, the

figure is 64%. Thus, the tendency is in the opposite direction

to the prediction, though the difference is statistically in-

significant.

We also analyzed the data from another point of view. "New

.-/exploration" should be negatively related to the number of con-

zecutive observations that were seen by judges as falling in

the same category - -that is, the shorter the "run)" the more

frequen the shifting of viewpoint. No consistent pre- and

post-differences were found; roughly one-half of the students

showe,li shorter runs in the post-test, and one-hall, longer.

A third analysis was based on the assumption that the de-

gree of "de-centering" would be positivciy related to the propor-

tion of observations in the final ten minutes of Session 2 tat

were seen by judges as creating new categories. here, too,

non-significant differences appeared, with 22% of the pre-test

data meeting this criterion and 19% of the post-test data.

We must conclude that there was no change in the tendency

of students to return to previously explored domains of thought.

While their term-end productions do show an increase in the
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number of-observations made and a greater variety of conceptual

viewpoints (as shown in Test b), they also continue to re-

examine familiar fields. Indeed, they seem to go for depth

rather than breadth of exploration, as shown by the consistent

indicators of "new exploration."

The second part of Test 7 deals with the degree to which

students evidenced a need for "warm-up"--for re-acquisition of

the appropriate conceptual set--when exploring problematic

data after an interruption. The results of the sorting task

in Test 6 were also used here to test the prediction that warm -

up time would be less in the post-test than in the pre-test.

The appropriate comparison is between the number of observations

listed by the student in the last ten minutes of Session 1 and

those in the first ten minutes of Session 2. If the heuristic

procedure contributes to efficiency of exploration, the number

of observations made in the two periods should be approximately

equal in the post-test, in contrast to an expected decrease

from the first period to the second in the pre-test. The, results

were contrary to the prediction. Students in the pre-test wrote

an average of .9 more observations in the first ten minutes

of Session 2 than in the last ten minutes of Session 1; in the

post-test, they produced an average of 2.25 fewer observations.

Only five of the twelve students showed the predicted effect,

and it was small.

We must conclude that students did not change appreciably

in the degree to which they retraced familiar ground during

their exploration, nor did they reduce -their warm-up time when
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returning to the task after an interruption. It must be

remembered, however, that these results are taken from the

entire class. Some of the students were clearly more skillful

in using the neuristic procedure than were otlers. If the re-

sults of Test 5 had allowed us to isolate these students, the

predicted effect might well have been found for those on the

upper end of the distribution.

The evidence does not support tne predictions related to

the third instructional objective, at least as tested. Perhaps

the basic problem was the collapse of Test 5; that is, we could

not determine which of the cells in the procedure were represented

in students' observations. Hence it was not 7)ossible to differ-

entiate between students adequately using the heuristic procedure

and those who were not. The question of whetner consistent use

of the nine-cell procedure contributes to efficient and adequate

,:xploration of problematic data cannot be answered at this time.

Instructional objective IV.

The objective was to develop the students' abthty to test

for adecu4cy Hypotheses arising from exploration of problematic

data. Darin, the first week and again during the last week

students were given assignments to write essays based on their

exploration of either "Subpoena" or "A Film." The assignment

in both case!, WriS to state the problem and the hypothesis (i.e.,

tne solution) developed during their inquiry and to explain and

defend tneir position to a group of English teachers. (See
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Appendix C for the assignments.) The essays were turned in

on the eighth meeting and the last meeting of the course.

Test 8. Al]. dates and names were removed from the twenty-

four papers; they were then typed with the same format and as-

signed random numbers. Separate copies were given to each of

the four judges who scored them for both Tests 8 and 9 by means

of a questionnaire composed mostly of "Yes-No" questions and a

10-number scale of acceptability. (See Appendix P for the com-

plete instructions for Tests B and 9.)

We assumed that the answers to eight questions in the

series would provide an evaluation of the students' ability to

test hypotheses for adequacy. These were:

1. How many different reasons does the writer provide as

support of his hypothesis?

2. Is each reason relevant to the hypothesis?

3. Are the reasons provided sufficient to make the hypoth-

esis credible to you?

4. Is there any aspect of the story which the hypothesis

does not account for or is not consistent with?

5. Is the possibility of alternative hypotheses recog-

nized by the writer?

6. Does he state an alternative hypotheSis?

7. If "yes" to #6, does he explain why the alternative

is less reasonable?

8. If "yes" to #7, is the explanation credible to you?

Three of the que4tions (#2, 7 and 8) produced too few entries
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on the remaining five. A cursory examination of the data indi-

cated that the variability between judges' evaluations made

it unadvisable to attempt judgments of individual students'

progress. Since the principal focus of interest was the rela-
.

tive performance of the group as a whole from pre- to post-test,

the total of each judge's responses (across all twelve students)

constituted the data that were analyzed.

Table 6 presents the average number of reasons provided

students in support of their hypotheses:

Table 8

Average number of reasons for twelve students

as seen by the four judges

Pre -test

Post-test

Judge C Judge K Judge 1, Judge S Average (all judges)

4.3 a.6

u.2 3.2

3.1 2.4

4.3 3.0

2.9

4.1

Two results are clear: there'was considerable variability among

judges, and every jud7e found a greater number of reasons in

pot-test es::-:-t.ys. A repeated measures analysis of variance of

tne data in Table o indicated significant differences associated

w; t:. both t1T-J, of test (pre- versus post-) anQ judges (r. (time) =

16.6J; df = .0b F (judges) = 21.04, df =

Tnis means t:1,1t .4nificantly more reasons in support of hypothesis

wk:.re cited tne iost-test anc ti at tnere were reliable differ-

tuci7es in tneir scoring pattern3.
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Data relevant to the remainirv, questions (i3, 4, 5, and 6)

were all in dichotomous (Yes/io) form. Therefore a single re-

peated measures analysis of variance was run on the pooled

data from all four items. Time of test (pre- vs. post-) was

found to be highly significant (F = 22.63; d' = 1,3; p .01),

but differences between judges 7.7ere not. In summary, then, it

is clear that th._re was a strong increase in students' ability

to test hypotheses for adequacy, despite the fact the judges

sometimes differed considerably in their scoring of individual

essays.

Instructional objective V.

The goal was to develop the students' ability to induce

understanding and acceptance in specified audiences of the prob-

lem, hypotheses, and reasons for believing them. The data for

this test consisted of scale ratings of ac eptability of each

essay by the judges and were obtained from the questionnaires

referred to in the report of Test 8.

Test d. As in all cases of multiple judging of material

that is not easily quantified, inter-judge reliability is the

first issue to be explored. Even a cursory look at the data indi-

cated extreme variability among judges in the assessment of the

same essay, despite the detailed instructions (contained in

Appendix P ); in an extreme case, one essay was assigned scores

from 2 to 10 on a 10-number scale. Therefore, the scale-

rating differences between a111 pairs of judges were determined.

These ranged from a mean of 0.9 (between Judges K and S) to 2.0
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(between Judges K and C) on the pre-test essays, and frOm

1.8 (between K and S) to 3.5 (between C and S) on the post-test

essays. Across all twenty-four essays, the average difference

on a 10-number scale between all pairs of judges is shown in

Table 9:

Table 9

Average differences between pairs of judges

Pair: C-K C-L C-S K-L K-S L-S All pairs

2.3 2.0 2.5 2.1 1.3 1.8 2.0

Bear in mind, these are average differences--for individual

essays, variation was as much as 8 points on the.scale. There-

fore, measures were taken to obtain relatively unbiased esti-

mates of the students' progress.

First, a scoring method used in some areas of athletics

was applied. This involves disregarding the highest and lowest

scores and averaging the remainder. When this was done, three

students of twelve received the same average ratings on pre7

and post-test essays; the remaining nine all received higher

ratings.on the post-test. By sign test, this result is signifi-

cant at the .004 level.,

The second analysis used the data from all four judges.

This involved determining the number of judges giving higher

ratings to the post-test essay than to the pre-test essay written

by the same student, the number giving lower post-test ratings,

and/the number giving identical ratings. Of a total of forty-

eight judgments, twenty-eight (58%) of those on post-tests were
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highet, thirteen (27 %) were ldwer, and seven (15) were the

same for both essays. If the alternative hypothesis is that

equal numbers might be expected to improve and to deteriorate

by chance, a chi square test gives a value of 5.488, which

with df = 1 is significant at the ;02 level.

Finally, a comparison was made between the average of the

ratings given by each judge to the twelve pre-teSt essays and

the average of his ratings assigned to the twelve post-test

essays. Table 10 presents the relevant information:

Table 10

Average pre- and post-test essay ratings by each judge

Judge C Judge K Judge .L Judge S Average (all judges)

Pre-test 4.0 2.5 4.2 2,9 3.4

Post-test 6.8 3.8 5.3 4.4 5.1

The post-test average ratings of each judge is higher than his

average pre-test ratings. A repeated measures analysis of

variance of the total ratings by thefour judges shows time of

essay (pre- versus post-) significant at the .05 level (F = 20.15

df = 1,3);-nowever, the differences between judges were not

We may. conclude that there was significant improvement from

pre-test to. post-test in tne ability of the class as a whole to

induce understanding and acceptance in this audience of the

problem,"hypotheses, and reasons for believing them. It is

worthy of note that tree average length of the pre-test essays

was 2.0; in the post-test essays this increased to 3.9 pages.



:42

In addition to testing the nine predictions, we sought to

determine whether instruction in tagmemic invention affected

the grammatical and stylistic qualities of the students' prose.

We also investigated student perceptions of their experience in

the course.

Analysis of grammatical and stylistic qualities.

One assumption we wanted to test in this study was that

even 'the grammatical and stylistic quality of sentences could

be improved as a result of greater involvement with the subject

and a better understanding of it. "After all," remarked Walter

Pater, "the chief stimulus of good style is to possess a full,

rich, complex: matter to grapple with" (1970, p. 258). And

we had sought by means of instruction in tne process of inquiry

to enable the student to possess and grapple with such a matter.

We reasoned that the increased motivation to lftarn wnich

attends inquiry into one's own problems is likel to'result in

more scrupulous writing, including more scrupulous grammar and

style at the sentence level. Generally speaking, increased care

in performin; a task tends to accompany increased commitment to

it; sentence errors are often the result of carelessness rather

than ignorance of the basics of grammar and style--at least

with hign-caliber college students. Furthermore, certain stylis-

tic errors (such as inappropriateness of word to context, im-

precision, and lack of clarity and economy) frequently have

their origin in an insufficient understanding of the matter being

discussed.
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we te!ted the assumption in the following way. When the

tour judv.e:; scored edrlv and late es:::,ayt, for adequacy of analysis

of the prolem, agility to tent hypotheses, and ability to in-

:Jude acceptance of the problem and hypotheses, they also scored

the papers for stylistic and grammatical features. (The detailed

instructions, inciudin tie list of features to be scored, are

contained i,. Appendix P.) Despite the specificity of the

scoring instructions, wide disparities between judges were found.

For example, one judge found two stylistic errors and another

twelve in the sine three-page essay. Table 11 compares the

average number of stylistic and grammatical errors per .page

(across all students) found by each judge in the twenty-four essays:

'fable 11

Average number of stylistic and grammatical

errors per page found by each judge

Judge C Judge Is Judge L Judge Average (all judges)

Stylistic errors

Pre-test 1.2 3.1 5.9 4.9 3.8

Post-test 0.0 2.6 4.7 3.3 2.9

Grammatical errors.

Pre-test 3.4 10. y.3 10.1 8.3

Post-test 3.4 8.3 7.4 7.2 6.6.

The average number of both kinds of errors decreased in fre-

quency from pre- to post-test, and there were clear differences

between judges in the average number of errors found. Two re-

peated measures analyses of variance showed that neither the
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decrease in stylistic errors nor the decrease in grammatical

errors was statistically significant; therefore the differ-

ences must be considered unreliable.

While there is abundant evidence that students were, in

fact, producing more carefully reasoned and persuasive essays,

there was little improvement in the stylistic and grammatical

features we had singled out for study. We tentatively conclude

that improvement in the stylistic and grammatical elements of

writing can probably be achieved only through formal instruction- -

which was deliberately not done in this course.

Test of student perceptions.

We also oollected data on the students' perceptions of

(a) the instructor's teaching, (b) the course, and (c) changes

they saw in themselves as a result of the course. On the

eighth meeting and again on the last meeting students were

asked to fill out a "Faculty and Course Evaluation." (They

were told that the unconventional early evaluation would enable

the teacher to correct weaknesses in the course while it was

still in progress. A final course evaluation is routinely taken

in all courses offered by the Department.) The form was corn-

posed in thirty-three statements, each followed by a 5-number

scale, the lowest indicating strong agreement with the statement;

the highest, strong disagreement. (See Appendix Q for a copy of

the form.) Certain statements on the form were judged to be

particularly relevant to testing the design and operation of

the course.
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In the early part of the course the students' activities

had to be strictly prescribed and directed. This required the

instructor to play a relatively authoritarian role, allowing

little freedom and eliciting little student participation in

class. DUring the later part of,the course, especially in

CyCle 4, students were given much more responsibility and be-

. came more active in controlling classroom procedures. We rea-

soned that if students perceived this as happening, the ratinFs

on Statements 1. ("The instructor was an effectivg teacher"),

6 ("He encouraged questions and discussion in the classroom"),

8 ("He made himself available for student discussion outside

the classroom") and 24 ("The instructor-shared responsibility

with the students for the conduct of the class") should nave

lower numerical values on the post- as compared with pre-test.

This did, in fact, occur for all four statements.

In the first cycle of the course students were asked to

_engage in the process of inquiry without prior tutoring and

while'the conduct. of the class was still relatively authoritarian.

Because both of the conditions changed in.subseguent cycles,

we reasoned that the students' early perceptions of certain

features of the course would be different from later ones. State-

ments 14 ("The overall quality of the course was good"), 19

( "The course required (1) much more (2) more (3) average (4) less

than (5) much less time than was.reqUired for other courses

of the same credit")., 20 ("The course had appropriate continuity,

not skipping unrelatedly from place to place"), 21 ("The text
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one assignments were beneficial"), and 25 ("The course offered

adequate opportunity to pursuyour own interests and problems")

were used to assess this idea. Pre- versus post-test results

indicate that judgments of overall quality of the course im-
i

proved, that the course was seen as requiring more work, that

;:reater continuity was perceived, and that home assignments were

seen as more beneficial. On the other hand, judgments about

the utility of the text and about the opportunity for pursuit

of individual interests were lesS favorable.

We also hoped that students would see the course as con-

tributing in a general way to their intellectual abilities,

but we expected that this contribution would be less apparent

in the pre-test than later. Statements 26 ("What you learned

in the course is likely to be valuable in many areas of your

life"), 27 ("The course made it easier for you to recognize and

admit it when you ran into something you did not understand"),

28 ("The course made you more willing to pursue problems which

interest or trouble you"), 29 (' "The course made you more inter-

ested in pursuing problems which interest or trouble you"),

33 ("T4,e course increased your ability to deal with problems

which interest or trouble you"), and 31 ("The course has led

you to question the adequacy of your knowledge of the world")

were formulated to test this notion. Students did report in

the post-test a greater interest in investigating problems and

a greater confidence in their ability to do so. However, they
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thought that wnat they had learned was less likely to be

widely applicable in their lives, that it would be more diffi-

cult to recognize and admit problems, that they would be less

willing to engage in the investigation of problems, and that

they were surer (rather than more questioning) of the adequacy

of their knowledge of the world. Lach of these latter four

were contrary to expectations.

In summary, results on ten of sixteen "critical" items

supported predictions; this proved statistically non-significant

by sign test.

Recapitulation and conclusions.

The first instructional objective was not achieved in any

great measure. According to the results of three different

tests, there was no significant change in students' awareness

of and sensitivity to problematic situations.

The second objective, the ability to analyze and articulate

problematic situations, was clearly attained. The data indicate

striking improvement from pre- to post-test.

The third objective, the ability to explore problematic

data efficiently and adequately, was taken to imply: (a) a greater

variety of ideas produced, as seen by independent observers;

(b) fewer returns to previously explored domains of knowledge

and experience; and (c) greater productivity of ideas following

an interruption. Only the first was observed. Students were,

indeed, changing perspectives and approaching their problems
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from more different points of view at tne end of the course

than they were in tne beginning. i;owever, we were not able

to determine whether this important result was directly related

to use of the nine-cell procedure or tc a general loosening

of constraints on thinking.

The fourth objective was to improve tne student's ability

to test his own hypotheses for adequacy. Clear evidence was
e"-

f o Lind that such improvement occurred.

The last objective was to enable students to write clearer

anti more persuasive essays about the results of their explora-

tions. There was strong improvement from pre- to post-test

in these "final products" of the rhetorical process.
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INTERPRETATION OF ThE RESULTS

Overview.

The results'of the experiment provide clear support for

the proposition that strong personal involvement in an intel-

lectual activity and substantial knowledge of the subject tend

to improve the quality of what is written. Even though no

formal instruction was provided in conventional rhetorical and

composition skills (such as usage, sentence and paragraph

development, logic, methods of persuasion, and arrangement),

English teachers regularly rated final essays more acceptable

than initial ones. Students also improved in their ability to

analyze problematic situations and state problems; and the re-

sults of their explorations of problematic data were more com-

plex and varied; they became more sophisticated in testing hy-

potheses for adequacy; and they wrote essays that were more

understandable and more persuasive at the end of the course.

The experiment, however, did not establish that the impioved

ability to explore problematic data was directly related to

the nine-cell discovery procedure. Further study is required

before any conclusions can be drawn. In addition, the tests

did not indicate that the theory as presently formulated and

the course as it'was taught increased the students' sensitivity
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to problematic situations; specific instruction directed

toward this end is apparently needed. We also found that

formal instruction in style and usage is probably necessary

to bring about substantial improvements in the student's ability

to produce stylistically and grammatically adequate sentences.

Although students wrote more clearly and persuasively, they con-

tinued to make about the same number and kinds of stylistic

and grammatical errors.

Discussion.

As we said, the first objective--increasing students'

awareness and sensitivity to problematic situations--was not

attained in any great measure. We were not particularly sur

prised that the students frequently failed to see difficulties

that seem obvious to experts in a discipline. It is likely

that the number of problems one admits to consciousness is a

function of two factors--the need for psychological safety (admit-

ting ignorance and bewilderment is often disturbing) and the

number of dimensions of experience that are required to describe

one's existence. The more complex our life-style is, the more

problems and incongruities.we are likely to find. The tagmemic

rhetorical theory, as presently formulated, does not deal in

any detail with sensitivity to problematic situations, but rather

concentrates on analyzing'and articulating such situations after

they have been perceived. Test 3 showed that the number of

expressions of felt difficulty in the post-test dropped; but it
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also snowed a substantial increase in the activities associated

with coping processes. This indicates an increase in clarity

and precision of thinking, reflecting the strongly intellectual

bias of the course. By turning attention away from the affective

components of the students' experience, the issue of psychological

safety was in effect tabled.

At the same time, the course experiences seemed to expand

the students' knowledge, in the sense that they were more

perceptive about the problems they did note, more aware of what

they knew tnat was relevant to the matter at hand and more wil-

ling and able to make use of it. The early problem lists were

just that--lists of words or stock phrases; the later lists

contained statements that were much more personal, complex, and

thoughtful. It appears that the course complicated the students'

lives--a not undesirable outcome for a humanities course.

The second instructional objective--to develop the student's

ability to analyze problematic situations and their relevant

unknowns--was achieved. The students seemedto understand both

the nature of problems and their own problems better. And they

acquired control over a systematic process for analyzing prob-

lealatic situations, which contributed to/better the king and

better essays. In future studies of the rhetorical theory,

however, it would be desirable to have the students work with

a much wider range of problematic data. Work in the class was

restricted to literary problems in order to provide experimental

controls. Since the course is intended to'nelp students function



52

more effectively in their lives outside the classroom and

since the inquiry procedure is perfectly general, greater

scope for its use should be provided in the future.

The third instructional objective was to develop the

students' ability to explore problematic data efficiently and

adequately. Three tests were associated with this objective.

The first was designed to determine whether the heuristic pro-

cedure was being used; the remaining two evaluated three de-

,' ductions from the theory--only one of which was supported by

the results. In the first of three tests (Test 5), great dif-

ficulty was encountered in trying to assign student statements

to the various cells of the nine-cell procedure, which was dis-

appointing. Since the procedure is central to tagmemic theory,

we were particularly interested in this test. The instructions

appear to have created at least some of the difficulty; they

merely called for the student to ",list the ideas that come to

mind." We deliberately did not tell him to use the procedure as

a guide to inquiry. (After the post-test one student remarked

that he hadn't understood that he was supposed to use the pro-

cedure.) We were testing whether the student would choose

to use the,systematic procedure rather than whether the student

could use it. Both kinds of information are needed. As indi-

cated, it.was very difficult to identify a given statement with

a specific cell, perhaps in part because the statements were

out of context; we ohad no way of knowing what prompted the

statements. If the student had been told to broduce a protocol

of his thinking or to use a designated cell at a particular
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point in his explorationof the data, there is reason to be-

lieve that we could make reliable judgments about whether he

had done so successfully. It may be that the Procedure is

excessively complex, or at least too complex to be learned well

in the allotted time and hence used confidently and willingly.

It may also be that the question's and operations in the vari-

ous matrix cells need to be stated with greater precision.

However, the possibility should riot be ignored that, these state-

ments cannot be made more precise. If this is true, perhaps,

the underlying theory needs further development; one measure

of the usefulness of a theory is the degree to which it leads

to testable hypotheses.

It is also possible that the particular way one explores

problematic'data is not of crucial importance. A well-thought-

out problem may be sufficient to assure progress. To separate

the contribution of the problem statement from that of the

exploration of the-problematic data using the nine-cell pro-
.

cedure, we would need to compare essays written after only the

first is learned with others after both are learned. The latter

should be better in identifiable ways.

Test 6 showed a striking increase in the post-test in

the number of observations made andfthe variety. of perspectives

assumed by the inquirers. This allows, but does not entail,

the inference that the heuristic procedure was used and found

helpful. It could te that.the number of perspectives increases

automatically when the number of o iservations increases.
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It is true that the average number of observations per.category

increased from 2.8 in the pre-test tb 3.5 in the-post-test,

indicating that whatever process students were using it had

more effect on number of observations than on number of per-

spectives., This increase in the number of observations seems

a worthy goal in itself. Its achievement could be taken to

mean that the student had become aware of more items of infor-

mation he possessed that were relevant to the problematic

situation. unlikely that his general fund of knowledge

had been significantly increased, but perhaps more of it has.

been raised to a conscious level--an implication congruent with

the restilts obtained in the test of the first'instructional ob-

jective, We might point out, nowever, that one function of

the heuristic procedure is to aid in retrieving relevant infor-

matidn..

The results of Test 7 showed no increase in the inclina-

tion to continue to explore new paths in the stuc!iy of a problem-

atic situation -- indicating again that the,student may not have

been using the systematic procedure to guide his exploration.

However, the instructions for the second part.of the two-part

test asserted that most students had made relatively few obser-

vations on the preceding day, and that it would be helpful to

produce more (Appendix L). This may have been believed in

the pre -test, but when.r0e4ted near the end of the term, when

studen4S. were more confident of their inquiry skills, it may

C
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not have been effective. And it may be that the predigtion

--that less time would be spent "retreading faMiliar ground"

is . unsound. Use of the nine-cell procedure is no:it mechanical;

lahen a student found a promising lead suggested by a given

cell, protocols done during the course indicate he pursued it.

(FOr examples of Such protocols see Appendix- :: -R.) Suggesting
.

- promising lines of inquiry and providing guidance irk carry5_ng

them out are two of the most important functions of the pro-

cedure. 'pie related prediction of less warm-up time in the

second part of the test might be supported if students were

told to review their work in thee previous session before going

on. The instructions did not require this" and students did

not review since the instructions stressed greater productivity

of observations. It is .possible that both these predictions

would be suPpaerted if the instructions were changed:.

We are left with the evidence that at the end of the course

students were making many more observations and taking more

different viewpoints indoing so. Data on the degree to which

different students Use the systematic approach are needed to

test the prediCtions as.stated. Alternatively, the bourse

could be repeated, deleting the use of the nine-cell proCedure.

as a means of directing inquiry 'and simply stressing productivity

of observations. It would then be possible to compare the final

essays with the ones.obtained in this course. It-may be that

human beings intuitively use the nine perspectives as a natural
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mode of thinking. If this were found to be true, this part

of the theory might be considered properly descriptive of,human

capacities, but need not be taught. It would be necessary

only to facilitate- conditions fdr such mental activity. How-
,

ever, it seems likely that although one may take one or more

of the perspectives during an exploration he is not likely to

take all nine. And if variety of points of view and tompre-

hensiveness of thought are desirable, then formal instruction

in the procedure also seems desirable. Further investigation

is necessary before we can speak with confidence on these

matters.

The fourth instructional objective was Ao develop the

students' ability to test_ hypotheses arising from their inquiries.

On the whole,, the objective Was successfully achieved, but the

various' components of the skill were unevenly mastered. Two
/-

related problems emerged. First, students tended to ignore

aspects'of the problematic data inconsistent with their hypoth-

eses. This contrasts with the fact that they clearly improved

in their ability to.marshal evidence to support their chosen
. . ._ . .

hypotheses. It is clear that they had learned procedures which
. ,

enabled them to unearth evidence in support of conclusions they

already had acteptea. A- problem remains of how to prevent this

0
as a primary response pattern arid' to insure greater sensitivity

to wnat is not explained by the hypothesis. Second, students

found it difficult to withhold judgment during thi.ir inquiries;
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and then .seek supporting evidence, aF; shown by the fact .that

they seldom stated any alternative nypotheses--on either the

pre- or post-test. They appear to have lacked wnat John Keats

called "negative capability"--the ability,to be "in uncertain-
.

ties, mysteries, doubts, without any 'irritable reaching after

fact and reason" (1947, p. 72). Keats believed .that this

ability to tolerate ambiguity is exr,eptiona:', and so it seems.,

Further work would be needed to induce students to-eX. nine their

ideas more critically and to withhold judgment while inquiring.

This may have less to do.with the rhetorical theory, hoeVer,

than with the way it was presented.

The fifth instructional objective: was t deV&pthe stu-

dents' ability to induce understanding and acceptance in speci
.

fled audiences of the problem, hypotheses, and reasons for be-

lieving them. The judgment of experts, other than the instructor,

was that the students' writing abilities improved; The judges

had no way to identify early and late essays; indeed, theydld

not know whether they were evaluating one essay by each of

twenty-four students or two papers by twelve. This, ulti-

mate goal of the rhetoric course, was clearly achieved..

However, no support was found fgr0the assumption that -

improvement in the grammatical and stylistic quality of sen- .

tences necessarily follows .from having thought well bout prob-i a 4
,

lem and its solution. Some of the essays with the greates7
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number of editing errors received the highest scores on ac-

ceptance and persuasiveness. One may indeed have more to say

and be more understandable and persuasive--no ;earl achievement

in itself--but skill in editing sentences appears, to be only

minimally affected. If both objectives (audience acceptance

and well-edited prose) are to be accomplished, more than the

fourteen weeks of a trimester will be required, since formal

instruction in editing seems necessary. The most significant

result of this test, however--and it is worth emphasizing--

is that over-all rhetorical effectiveness is less dependent

on good style and good grammar than the traditional emphasis

on these matters suggests.

The data from student evaluations of the teacher, the

course, and their expected effects on coping with everyday

problems are equivocal. Although the students' perceptions of

the instructor changed in expected ways and they seemed sensi-

tive to changes in the way the course was conducted, they did

not see either of these as,inducing in them a greater willing-

ness to engage themselves with ambiguous data, despite. their

increased confidence in their ability to deal with problems of

thasort encountered in the course.

It is possible that as the term progressed what was for

them a new mode of operating became more sharply differentiated

from their usual intellectual work. As engineering studentQ,

they had been taught to expect single correct answers to
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directed toward the mastery of tlgorithmic procedures designed

to yield such answers. In the rhetoric course, hr,wever, the

emphasis was on partly systematic, partly intuitive procedures

designed to.encourage the production of one or more reasonaule

solutions to a problem. This difference may itself have cre-

ated substantial difficulties for the students. hence they

may have doubted the broad utility-of the heuristic procedures.

Another pof;sibility is that, since all materials subjected to

in-class. inquiry were literary and since engineering students

tend not to nave great interest or capacity in verbal activities,

they failed to appreciate the applicability of heuristic skills

to data other than poems and snort stories. A combination

of these two explanations may account for the failure to obtain

the expected results in student evaluations.

As we expected, the reliability of scoring was often a

problem. This was especially true in Test 1, with the notion

of.uimmediacy'!;.in Test 5, with the identification of statements

with cells of the matrix; ir. Test 8, with the quality of tne

students' examination of his own. hypothesis; and in Test 9,

with judgments of overall acceptance and unders:andilig. The

regular use of statistical tests was extremely helpful in deter-

mining the probability that the results could nave been due

to chance--this had' the effect of pinpointing, those particular

areas where reliability was a special problem. It has become
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clearer to us how to increase Inter-judge agreement in future

tests offOthe rhetoric, and suggestionsohave been made at ap-
a,

propriate points in this discussion.

The course was by and large successful in attaining its

objectives. But to what extent is this success attributable

to the teacher, to the course design, and to the rhetoric?

The instructor received very high student evaluations. Other

studies at The University have'shownthatsuch evaluations can

be interpreted to mean only that a teacher is perceived as an

expert in his subject-matter, exhibits enthusiasm for it, and

pitches his teaching approach in terms students find appropri-

ate to their interests and level-of understanding.

However, in this case, the instructor confined his activi-

ties largely to what is called for in the rhetoric text itself.

For example, the rhetoric gives little attention to increasing

students'. awareness of problematic situations; there was little

class activity directed to this end--and little change in the

students. In other words,the instructor deliberately tried

to teach the first seven chapters of the text, following the

order and emphasis given there. It is highly probable that

any teacher with a thorough mastery of this system could obtain

substantially the same results. Indeed a previous study (Odell,

1971) obtained results entirely consistent with these.

A somewhat larger proportion of the results appear to

be due to the course design. The process of identifying a

problem, analyzing and stating it cleatly,exploring,the prob-

lematic date carefully, and writing about it persuasively is
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integral to the production of.every good essay. This is a.

multidimehsional skill which must .be studied sequentially.

This-makes it peculiarly suited to 'a deSign based.on recurring

cycles,, with different emphasis and detail in each ,cycle--the

design adopted here. However, other plans which provide the

students with systematic and comparable opportunities to

practice the principles set forth in the text should also be

successful.' Indeed, a preVious partial test-of the rhetoric

(Odell 1971) was successful with a quite different course

plan.

But the greatest proportion of the results is probably

directly associated with the rhetorical theory itself. The.

various activities the students engaged ih Were dictated by

the theory, and the results that were expected on the basis of
. ,

it alone were, :in .the main, achieved. In places wherethe the-

my was most explicit, for example in'the analysis of problem.,

atic situations and in the statement,of.problems, strongly

positive results were obtained. Where operations were less

clearly specified, as h the perception of 'prolepatic situa-

tions, expectations were not met.
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Work in Progress

. This project is one stage in a decade-long effort to

develop an effectie rhetoric based on, the principles of tag-
,

memic linguistics. In the early 1960's Kenneth Pike suggested

that,the assumptions and analytiCal procedures of tagmemic

linguistics could be useful in solving various problemsn

rhetoric and literary analysis. The suggestion was natural

enough since, in Pike's words, "tagmemic theory is one attempt

to integrate all ClanguageJ particles in a hierarchy unbroken

from sound to sonnet" (1J65, p. 284). He also suggested that

"composition is but a specialized variety` of the use of language

and that the principles about language in general should there-
.

fore be exploi-0,.ble for training in the more mechanical phases

of the composition arts" (1964,....82).. Shortly thereafter,

Richard Young and Altqn.Becker began to develop Pikes sug-

gestions in an article entitled "Toward a Modern Theory of

Rhetoric: A Tagmemic Contribution" (Young and Becko,,:., L965).

During the late '60''s the application of tagmemics to

literary and rhetorical problems were investigated in several

critical articles and research reports. (For A selected

bibliography see Appendix S.) The theory was also carried
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into the classroom in an effort to improve studentskills'in

literary criticism and composition; and subsequently formal

research was begun to test its effectiveness (e.g., Odell,

1970). One of the weaknetses of so many. of the proposals for

improving rhetorical instruction has been a lack of adequate

testing;, often. large claims are made with little evidence to

support them. The results of our classroom work were uneven

but on the whole promising. A recurrent complaint,'however,

was that the linguistic-theory had not been put in a form-in-

telligible to the non - linguist (e.g., English, 1964);.as a con-

sequence b°6th student and teacher spent more time trying to

understand the theory than using it to solve problems. In

1970 Young, Becker-and Pike published Rhetoric: Discovery .and

Change - -a text for the non-linguist which adapts the linguistic.

theory to xhetorical purposes. it was in this context that,

the present research project. was begUn.

Development of the theory and pedagogical methods con-
,.

tinues, as does thp testing: During the fall, semester, 1972,

the experimental course was repeated-using a. plan nearly identi7.

cal to the one described in this report. We changed some.of

the.weaker paper assignments.and substituted new test passages

for the short stories. BLit most importanilyme used the im-

proved version!of'Test 5 (Appendix N ), hoping_that this 'would
.

,enable us to test the third instructional objective more
I

,adequately. The data collected from this course, however,

have not been judgeaand interpreted.
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In future versions of the course we intend to make still,

more extensive revisions in our testing procedures. It is a

weakness in much,educational research that'inconclusive results

from relatively crude measures are inadequately analyzed, for

such analyses can provide the information necessary for develop-

ing more Tefined measures.. The results of the tests we have

reported are Valuable in themselves, but their value is in-

creased when they are used as a basiS for further work.

Several cycles of usend revision maybe necessary before

behaviors- as. complex as the ones we are studying can be measured

as precisely and reliably as We would' like'. More adequate,

testing procedures for such behaviors May,W-b11. be,one,.of the
.

-

most significant results_pf-our work.

.During the winter semester, 1973, the course was again

offered, but with one basic change--thetudentwas,a116Wed
,

-free choice in the problematic data he worked ox,- except for
I

that required in-the pre- and post-tests. This, change was. in

'response to our recommendation on p. 51.. Somewhat to our

kprise the course was substantially less 'successful than-the'

preceding ones; most notably there was a.loss of-interest in

the heuristic procedures, increased absenteeism, superficial'

work and so on--all of which indicate loss of motivation..

'Since.the course material was nearly identical and.since

- teaching this time was, if anything, more skillful, it seems

reasonable to conclude that this change was the source of the

student dissatisfaction. What appears to have happened was
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.that ,the, Problems the students bhose,,to work,on ,were' too

simple or were ones they already knew. the answers to In

either case, tne study of methddS of systematic Inquiry, the

backbOne pf the course was'SUperfiUbus. InterViews-With the
/

students and a, close-study/ the ,papers support .this con-

Clusion. .Despite assurances
/.

curing the semester that we were
/

not so mudh interested in 4Ale 'reasonableneas of their solutions

as in the processby which they arrived at them, they played

it safe. Their traininig througho.ut their academic careers

/

.emphasizes correct answers as, the mark,of SuccesS and the basis.

of rewards. Apparentay they did what past experience told them.
. .

would'insure.sUccesS and rewards b Selecting.problems which.

they had solved or cbuld easily solve: But in so doing they

_ -

unwittingly, eliminated the principal source of motivation for
,

studyingFthe7art of inquiry. 3y this 'method of varying oiie

significant coTripOshent of'the':pourSe each semester.,, we hdpe to
isolate' what' is essentialto effective presentation

rhetorid.., tt4

Professor Xoung has recently received two grAnts from the

of the

.c011ege of: En'ginthering for refinements-in the teaching;materialS.1

Ythe'first'grant will.supi5ort-4eyelopment of several.demon--
g

Strations:Of discovery procedure :' As we noted

earlier cp/. 53Ythe.-prOcedure-need,,Ciarification. One way

Clari*ing',,It is to provide more ,elabbrate aneprecise

called for by' the procedure;explanahs ,of the 'operations

but'another.way seems at the oment mbre desirable, is
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to provide illustrations of how they can be uSedin exploring-

various kinds of data. The second grant will- support the

development of several sets of ambiguous data designed to
i.

stimulate the student's perception of Problems. :-Dur hope is

'that,;such data will allow us to offer the ,student more varied
-

-opportunities for.inquiry while retaining
. .

the kinds of problems he chooses; we seek
,

a middle way, between''

. .

.
.

the lack of freedom in the first course' (cf.,p. 51) and the

extremes freedom, of the most recent one

SOme aspects of the projecti,-0aVe already beeh made public.

Professor Young presented a paper ,entitled mTagmemiciRhetoric.

in the Classroom" at the Michigan' 1.:inguistic.Societyin October

1972, and a, talk ("Improving the Ability to Analyze and State"
. '

Problems ") at the MLA's Seminal-, on Practical Rhetoric inr

December. Last April he .pre'sented a paper on the-detign of
,

the experimental course at e Conference On'COlieeCOMPOSItiOn".

and Communication ("Rese(4rCh'iin TagmemicInvention: TheImportanCe:,,

of Method, in Course DeSign"). CommitMents. have already..been

made for two more papers. It is our intention that all the

results- of the prOject eventually appear in;s0Me fOrM..;

As the bibliographylin Appendix,S indicates,:therhetOric 114§

"already stimulated work:by seVerarstudentS,Atthe UniversitY.

At the moment, three graduate students in English-r-two of whom

served as -judges inche project--are working on problems sUg-

gested by this study. In the long run' teachinz.teachers and.
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,

teachers of teachers, appears to be more effective than

scholarly publication in bringing about the changes we hope

for in the discipline of rhetoric. Developing means for doing

this will be a major concern in-the- future
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Course Description and Administration



Richard F. Young
Dept. of Humanities
College of Engineering
University of Michigan
Fall, 1971

English 497: Course Description and
Administration

I. Course objectives

A. General objectives:

1, fo increase your ability to inquire into
ill-defined problems; and

2. to communicate the results to various
audiences clearly and effectively.

B. Specific objectives:

1, to increase your awareness of problematic
situations arising out of your own experience;

2. to increase your ability to analyze and state
problematic situations and their relevant
unknowns;

3. to increase your ability to explore problematic
data efficiently at4d adequately;

4. to increase your ability to test hypotheses for
adequacy; and

5. to increase your ability to induce understanding
and acceptance by various audiences of the
problem, hypotheses and reasons for b?,lieving
them.

II. Means

A. Texts: R.E. Young, A.L. Becker, and K.L. Pike,
Rhetoric: Discovery and Change (New York: Harcourt,
Brace and World, 1970). Dittoed, materials will be
distributed from time to time.
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B., Courde work

1. Course work will consist of readings, lectures,
class discussions, papers (9 )4 brief oral pre-
sentations and independent work on inAvi-dual
projects. A detailed syllabus of the first
section of the course is attached.

2. In addition to the course work described above;
you will be asked to keep a 4reading,log," the
desci,iption for, which is-attached. C

III. Attendance

A. Attendance is not obligdtory in the sense that it
does not affect your grade. However, the course
is planned so tightly tnat even .a few absences
would, create serious problems.

B. You are responsible for all' assigned. work whether
you have,attended class or not. If you are linable
to attend Class,,please contact me as soon as
possike.

numb6r of-a sences, you will be asked
to-drOp.,thecourse. 1

Iu. ,Papers and Speeches,

.A. All-papers are to be typed on good quality typing
paper, Double space; type on one side only, number
the pages; and clip, them with a paper clip.- In the
-upper right.:.handtcorner of the first page type your
naMevcourse, date, and the audience for whom it
is written. Title all papers. Keep a carbon copy

y:ir photostat of all papers. Proofread all papers
.carefully, even-if someone else has done the*typing-.-
,especially if_ someone ,else has. done the typing.
Papers ..will ..be returned to yOu as unacceptable_if
these instructions are hot followed.

B. The speeches will be short reports on various aspects,
of you'r work. Since they are short; pi4ecision,
economy; and clarity of -structure%and explanation are
essential.

C. Both.the paPers and speeches must-be presentod on
the due-dates. Exceptions will be made only in
emergencies.



V. .Basis for Grades

.A. The basisJar grades on individual papers and
speeches is given.with each assignment in the .

syllabus. Those' which would receive below a "C"
will not.be,accepted; instead-they will be marked
.Tlunsatisfactory" and.the assignment must be re-
peated.

B. The basis. for the course grade will be a total of
the grades on the papers.and gpeeches; thus a/
.good gradefor'thecOurse high quality-

. 1.work 'throughout the semester..

9
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Course SyllalSus



Humanities 49?

Richard You

University of Michigan

Syllabus -Fall Semester, 1971

$

Sept. 10 Objective: knowledge of 1) 'course objectives, 2) means
Friday of-achieving them, and 3) admnistrative procedures.

Self7-test: can you:repeat the objectives, means,and
administrative procedures?
Assignment for Monday, Sept. 13"Rhetoric, pp.. 1,-,24.

Sept: 13, Objective: 'comprehension of history.of rhetoric, the
Monday modern situation, and the focus of this course.

Comprehension of the genesis'of.inquiry and the relation
of inquiry to rhetoric.--
Self-test: can yOu Summarize the history, modern situa-
.tion, focus in course, .and relation oT inquiry to rhetoric?
Assignment for Wednesday, Sept.15--Read the dittoed
'literary work carefully' enough to begin working. with'
it in class WithOut further reference to.it.

V.-
.

,\
,

Sept. '15. -Ob'ective: comprehension tAat prOblems.norMally arise'
Wednesday as one Works with ambiguous or .highly complex data;-.

comprehension of:the varsiety\of such problems; compre-
..hension of the need for control over the problem, how one

acqui.res'control, andythe-difficulties-in.doing so..
.

Self-test: select a :Short, literary work' other complex'
.

. or ambiguous datum. (Can ybu list several-. fvtures of it
whiCh seem problematic.? -$elect one. Can:you state it
precisely enough.s6. that when someone else paraphrases

1 . it, you agree-that he understands it?
.

Assignment: begin_work, on reading log which is due
Friday, Sept, 24.

Sept; 17' Objecti've: comprehension Of nature of, and need-for
. . .

Friday -adequate. exploration:of problematic data. as:preparation.
for formulating hypotheses.,

_

Self -test: can you explanatiOn of nature
and need ?. Can you answer. the following: . Ifyou- were
asked to explore-a physical object, what would youdo in
order to generalize intelligently about its structure and
function?. What.-is the mental counterpart of thit-activity?;
-Assignment for Monday,- -Sept. 20: .Review Rhetoric, pp.
'10 -24, fordiscussion in class.
Assignment for-Monday, Sept.. -27,'-Paper:I: You havelpeen

. .

,I.,, engaged-in isolating, stating and,explbring a problem:
which has arisen in,yOut mind as yoU.studied a literary"-
W-Ork-. Out of thiploratibil shOuld come one or more
,



hypotheses, which, whenTtested,'may provide -a' solution
to the problem. On the basis of this work write an essay
which states and explains the problem, the solution, and
the reasons for believing it. ;Design, the essay fora
group of Eng]ish teachers. If it is helpful, you might
imagine that the group. is composed of all the English
-teachers you have studied with during your college career.

Sept. 20 Objedtive: comprehension of nature of and needifor
Monday -veriTication.

Self-test:' can you summarize the nature -of and need for
verification? Can you answer.the following: Why isn't
a.sta.E.ement.of.a generalization sufficient, reason for
believing it? Why aren't all generalizations equally
'valUable?
Assignment: continue work on. reading log, due Friday,
.Sept. 24.- .

Sept. 22 'Objective: comprehenSion of the ubiquity of problems and
Wednesday their relation to 'rhetoric; increased skill in stating

,them.
Self-test: can you isolate several problemS.at random
in yOur own experience and from Yciurreadings and

.observations? Can you state one of them so that when
someone el.se paraphrases it, you agree that he understands
it?
Assignment for Friday' Sept. 24: reading lOg due.
Rhetoric, pp. 80 -8V and l09-117, . '

Sept. 24 -Objective: an open,_flexible attitude toward problems
Friday and speculative activity; comprehension of the, relation

of.probleMs,to rhetoric.
Self-test: can you answer the following: What methods
does Bradburyrecommend for keeping.and feeding a muse?
What -role do .problems playinourfintellectual develop-
ment?. What vole7dO problems play in the, rhetorical_
R42cess? -
As21apLilent.for Monday, Sept. 27: Paper I.due,

0

L

Part 2

Sept. 27 Ob'ective: comprehEnsion that experiences are interpre-
,Monday tations of sense data, i.e., that an experience is the

result of a transaction'between something "out there"
and one's Image (i.e, belief system)..
Self-test: can you isolate and explain a personal ex-
perience which illustrates the point that we always add
something of ourselves 'to sense data?
Assignment for Wednesday, Sept. 29: -Rhetoric, pp. 25-52.
Paper 2 due Monday, Oct. 4 (see attacHe-d-7717Tructions).



Sept. 29 , Objective: same as aboVe, and comprehension oTthe -

Wednes y 'nature of perceptual focus, the meaning of MaXims 1 and
/2,.and the significance of the above for crInication.
Seif-teSt: can you analyze in terms of th i eas pre-

. sented in'pp. 25-52,,a disagreemeht you had with someone
over a particular event?
Assignment for - Friday, Oct. 1: formulate as precisely,
as posSible at least two problems,that.haveiarisen in
your mind from. the work for the last two meetings.
Read dittoed "Problems and Inquiries."

Oct. 1 Objective: increased clarity of comprehension of the
Friday ideas presented in the-two previous meetings.

Self-testi can you now answer the questions yo&raised?
Assignment for Monday, Oct. 4: Rhetoric, pp. 53-68.
Paper 2 will be due.

Objective: comprehension of Maxim 3; ability to apply
Monday Maxim 3 in the analysis of discOurse.

Self-test: can you state the contrastive features, range
of .variation and typical distributions of the Indian
invitation to a feast discUsSed by E. Pike, Rhetoric,
pp. 64 -66?
AsSi9nment for WedneSday, Oct..6; formulate as pre -
cc aspossible at).eaSt.two. problems that have arisen
in your mind during the work for the last meeting. Paper
3 due Monday, Oct. 11. (see'attached instructions).

. . -
Oct. 6 Objective: increased clarity of comprehension of MaXim3;
Wednesday increased ability to apply it."

Selfatest: can you, now answer theproblemS that you
raised in connection with Maxim and its application?
As.signmentjor Friday, Oct, 81 '6continuework on.paper.3.
Three members of the class will be asked to give, brief
demonstrations of the use of Maxim 3 in discourse analysis.)

J
_

Oct. S Objective: increased ability to apply Maxim:3 in ihe.
Friday anarysis of discourse. ,

Self7test:- can yop suggest appropriate additions to the.
ana yses-presented in .class?

.

Assignment for Monday, Oct. 11:. Rhetoria, pei.- .71.780.
Paper 3. will be due.

Part
I

.
.

Oct. 11 Ob.ectivelomprehension of the distinctive.features of
Monday the process Ofj.nquirY...

.Self-test: can yoU find an instance of_the process in,
. .

your own.ekperience?
(Assignment for Wednesday, Oct. 13: Rhetoric, pl),A9/7-49,9,
ASLameans of-clarifying the conceptTFTZTJalitUation,"
folloWtneinstructions 4.1 Exercise 2,:p. 100. .PaperA
due.Monclay, Oct. 18 (See_attached instructions). ':,'.



1

Oct. 13 Objective: comprehension, of the origin, nature and
Wednesday structure of problems. Comprehension of the difficulties

in stating them. Ability to.state simple problems.
Self-test:, can you isolate and state the, problematic
situation and .unknown implicit in -Leopold's. "Thinking
Like alMountain" -(Rhetoric, pp:.1097111)? -

Assignment for Friday, Oct. n: be prepared to deliver
a brief, well - structured, well- rehearsed, carefully timed!
speechAmax. time 3 minutes)which presents one problem(
arising from the readingsassigned for Paper 4.
Audience: other members of the class.-.. Also, bring to
class, for discussion any questions you have about
Chapters 4 and 5.

Oct. 15 Objective: increased clarity of comprehension of concepts
Friday discussed in Rhetoric, Chaps. 4 and 5;-increased ability

to-state probising from your.own experience.
Self-test: can you revise the statement of the problem
presented in your speecl'i to make it more adequate?
Assignment for Monday, Oct. 18: Rhetoric,,pp. 119-136.
Paper. 4 will be'due.

Oct. 18 Objective: comprehension of the nature and value of .

Monday heuri-stic procedures.
Self-'test.: suppose you lOst your watch in a field.
What would be an inefficient way of going about finding
it? Can you deviSe a heuristic procedUre.for increasing
the afficiencyand effectiveness of the search?
AsSignment for Wednectday: pp. 137=83 in Rhetoric as a'
means of .further clarifying, the concept of 'perspectives.

Oct. 20. Objective: increased comprehension of nature and value
_Wednesqty ofheuristic.procedures; comprehension of nature of

the. tagmemic exploratory procedure.
.

Self-test: Can you.,exPlain what is gained from.using,
the tagmemic procedUre.in exploration? Can you explain
how the,9-cell chart is derived from the Maxims?:
'Assignment for Friday: reading logs will be due.
Prepare Exercise, 'p.*137,,in Rhetoric; use yourH
rhetoric text as the "handy'obj;77.717.1ed f6rA.n the
assignment. I will: ask dachof:,youtouse the, chart
to explore the book'btiefly.Do..notWritethe exercise,.
out uhlesSyouWant,'me tCdoroment*,at'greAe Length
on your work than -I cap dUring'the' dlassT:peri6d.

Oct. 22
Fridz*:z

Obiectivel increased comprehension of the nature of
the tagmemic exploratory procedure; ability to use it
in exploringb a 'simple and familiar object. ,

Self-test: can,IyOu do Exercise 6, p- 153, in Rhetoric?
Assignment for Monday; work on PaPer 5, which7WITTEg,,
due Wednesday, October 27 '--



4.

Oct. 25, . Objective: :increased comprehension of the nature of
Monday the tagmemic exploratory procedure; increased ability

to tSe it ineXploring complex data, .

Self-test. can you add .to 'the information generated
in_class in respOriSe to the various questions posed by

. .

thechart?...
AsSignment.for Wednesday:; commit the -chart (Rhetoric,
p. 1.7) to memoryj.coritinue the exploration begun in
class MOnday. so `that you can make sev.Jral responses to
each of the questions in the chart. .

6104

Oct. 27 Objective: same as. above.
Wednesday, Self-test: same as above.

Assignment for Friday:. Paper 5 will be due. Bring to
t1e meeting in my office at least two problems you have
in the use of the exploratory procedure; these should

i.

' 'be precisely formulated and written out.

Oct.,29 ObjectivesaMe 'as above.
Friday Self-.test' can..,you answer all of the problems you and

4 raise,in..the class meeting?others
Assignment foeMonday: --Rhetoric,,Chap. 7, pp /. 155-168
(up to-Exercise 3)1 :Be prepared to do Exercise 1 and,2
in class

. ,

. 4 .
..

.

Nov. 1 Objective.: .comprehenSion of the need for verification
Monday of hypotheses;_C6Mprehension of the kinds of tests used

in Veritying_aliy'pothesis,'
Self=eest: can youjirld'in:your own experience a
hy othesis-loihiC"h you 1iscovered but which proved to be
cl.efe tive'yhen. tested? Can mmYou summarize the tests
dis'cssed in- Chapter' 7-of Rhetoric?

I

Assignment for Wednesday:, be prepared to do Exercises
1 and 2 (Rhetoric, pp.' 163-168)'in class; do. not write
these out unless you want individual comments from_me
on your thinking.

Nov. 3 Objective: ability to7Use y6uk knowledge of problems
Wednesday (Chapter 5, Rhetoric) and hypotheSes (Chapter 7Rhetoric)

to analyze tR717777g4es in Exercises land 2 (Rhetoric,
pp. 163 168)'.'

.

Self-test:. if your analyseS.didnot correspond to those
presehte.in class,. can you correct'or:defend them?
Assignment for Friday: be prepared.to do Exercise 3
(Rhetorlg, -1).. 16V in class:. do not, write it out unless
you/want 'inidiVidual comments-from me ,on your thinking.

.

J

Nov. '5', Obiective: ability to test hypotheses Ohicil offer
_

Friday, * of human behavior.
Self-test::: if'youi analysis 'and tests of the news report
in EXerciSe a.tio not correspond to those `,presented in
'class, can you correct or defend them?

_...

.

Assignment for Monday: : Paper i6 will be due, the assignment
for whichis attached. :.NOte thatExercise 4.(Rhetoric,
pp. 168 -69) offers an introduction to Paper 6.

'.,'

.



Nov. 8 Objective: ability to test'hypotheses about literary
°Monday ,Ikorks.

Self-test: Can you develop a -prediction on the basis of
the hypothesis discussed in class? Can you find expert-
ences in your Image consistent with it?
Assignment for Wednesday: Paper 6 will be due. Read
over the assignments for Papers 7 and 8 and be prepared
to ask questions about anything which is unclear. /

Nov, 10 Objective: increased comprehension of and skill An using
Wednesday the Jleufilstic,procedure summarized on p. 127. (We're

backtracking hers a bit because some.of you have produced
fi:st-rate examples of the use of the procedure and we,-
can learn more auout the procedure from studying'them,)
Self -test: Can you make corrections, modifications,
additions to your own protocol as a result of spudying
the,protocols in class?
Assignment for Friday: Bring to class (in my office) a
written statement of one or More problems y6Uaie'having-
with procedures for testing hypotheses.

Nov. 12 Objective: clarification of procedures for testing
Friday hypotheses.

Self-test: can you answer the questions posed during
the meeting?
Assignment for Monday,:Nov. 15: Messrs. Younger, Wall
and Stuck will be.responsib/e for class discussion (see
assignment for Paper 7).

Part

Like the preceding -three parts of the course, Part.4. cycles
you through the entire prOcess of inquiry. All of the class .

meetings in Part 4 have the same objectives: increased compre,
. hension of the process_of inquiry, increaged_comprehension

-heuristic procedures for increasing your comtrol over,,the
various.stages of the process, increased skill in using
procedures, and increased skill in presenting to. others What
you have-learned from your inguiry.:

Throughout Part 4 you will.be asked tontakerespotisibility
for the.content and conduct of the class meetings. ,Turning the
classes over to yOu is one way of emphasizing the.point that
have taught well and you have learned tqell only, if, by the end
of the'cOursei you are able to engage in inquiry effectively
and communicate the results_effectively independent of .Lnx help.



See the dittoed "Assignments for.Papers 7 and 8" for details
on each of the class meetings for Part 4. I will select a
moderator to keep track of the time for each speaker and to
kdep the discussions-focussed. Those who are not speaking on a,
particUlar day should provide the speakers with feedback on
their statements.

Assignment for Monday, November 29. 0 :1

After thinking back over your work in this oourse, isolate
the most significant problem you still have with the course
material, Then state the problem,clearly and precisely.

. Try
to limit your statement to around four sentences; since you
will be writing. for me and other members of the class, you can
assume that we have substantial knowledge.of your subject.

.

Check-your statement for the-characteristics of adequately'
stated problems. (See the statements numbered 1 and 2 in
"Assignment-for Paper 4" for a summary of these characteristics.)

.

Part. 5

Dec. 6 Objective: increased awareness of problematic situations;/
-Monday increased -skill ill stating_probleThatic situations and

unknowns, increased skill in adapting problem-statementS ..

. to particular audiences. ..

. Assi nment for Friday, Dec. -.1/ 0: Reading logs will be due., .

Dec. 8 Obje tive:_ increased comprehension that in any given set
leWednesday'of problems in a person's mind some will be regarded as-

more significant than others; increased skill in'exploring
problematic data as preparation for formulating hypotheses.
'Assignment for Friday, Dec. 10: Reading logs will be due.'

Dec. 10 Objective :. increased skill in exploring problematic
Ffiday data as preparation for forMulating hypotheses.

Assignment for. Tuesday, Deg. 21, 1:30-3:30pm: Start
work now on Paper 9.' .

Assi nmjnt.for Monday, Dec.- "13: Read Pemberton'
Semantics.and Communication." ,

Dec'. 13' Objective: increased comprehension of th nature cYf ex-
Moilday periences- -that they are the result oi, transactions between

something "out there".and what one brings to'it, that one
always adds something of himself to the datai.increased
comprehenSionyof the implications of this theory for
rhetoric.
Assignment for Tuesday,,Dep. 21, 1:30-3:30 pm (final
examination period), Paper 9 will be due as well your
theme. file, containing Papere'1,-8.



APPENDIX C

Paper Assignments



Assignment for Paper 1

Assignment for Monday, September 25, Paper I. You have been
engaged in isolating. stating and exploring a problem which has
arisen in your mind as you studied a literary work. Out of this
exploration should come one or More hypotheses, which; when
tested, may provide a solution to the problem. On the basis of
this wor,k.write an essay which states and explains the problem,
the solution, and the reasons for believing it. Design. the essay
for a group of English teachers. If it is helpful, you might
imagine that the group is composed of all the English teachers
you have studied with during your college career.

Assignment for Paper, 2

Chapter'2 of Rhetoric (pp. 25-52) provides an explanaU9n
of how dtfferent people perceive the 'same thing"differently.-
In the s ory by William.Carlos Williams, four people participate
in a series of events,:a medical examination of a young girl
suspected of having diphtheria. Their statements ancl-actions
indicate, however, that they interpret the .events quite dif-

, terently. Using the explanation in Chapter '2 as a guide, try.
to account for the behavior of two,or 'more of the people.

In responding to your papers I Will be aodking for' the.
following:

.1. Your command of the ideas. in Chapter 2.

2.-Your ability#o use them as a guide in' speculating
about complex human behavior.

3.. Your ability to state your-conclusions clearly and ,

precisely.

4. The adequacy of the evidence you Offei-in support of-
your concluSiOns.

- .

The conventions of good prose accurate spelling and
punctuation; claritY.of organization; and economy; clarity
and appropriateness of style) are expected; These come from
rewriting and careful editing.

Assuthe that I am the audience.



Assignment for Paper

Chapter 3 of Rhetoric presents and discusses the
assumption that adequate understanding of a unit of experience
involves knowing the significant. ways in whiCh it differs from
other units, its variant forms,-and its place in time sequences,
:space, and classification.systems. Or stated as Maxim a.

unit atany level of focus, can be.adequately un -derstood only
if three aspects of the unit are known: 1) its contrastive
featureS,' 2) its range of variation, and 3) its distribution
in larger contexts.

Paper 3 has. two parts:'

First isolate'a unit of experience in The Use of Force
, medical examination for diphtheria, the young girf,. . ,

,?-the_dOctor, the Mother) and state its contrastive features,
.range of variation and distributions. The result Should be
,comparable to the data.on the "Aterican Redstart," pp. 60-61
in Rhetoric..

Second, use the.ihforMation gathered froM the above
exercise as the basis for a short essay describing and
generalizing about the unit. .,A,gee's essay'on.pp...66'-68 in
Rhetoric suggests how such data can:be...transformed into an .

essay..-

Ih responding to your work I will be looking for_the
following: N's

I. 'Your comprehensionof-thealeaSin-Chatiter 3.
2. Your ability to use them as a guide inexplOring

a-complex unit of-experience.
3. Your ability to use the information resulting

from this exploratibn as the basis for an essay
Which describes and generalizes about the.unit.-

The poriventiOns.of good, prose (e.g., accurate spelling and
Punctuation:. clarity of Organization: and econoMy,clarity,
and appropriateness of style) are expected. These come from,
rewriting 'and carefdl editing.

Assume that I am the.audience. Your goal is.to enable
me to underStand what you have leatned:.-

* .

J



Assignment for Paper 4

Chapter 5 of Rhetoric discusses the nature o77 problems
and procedures which aid in stating them well. A problem is an
interpretation; 7t is a creation in someone's mind, growing out
of an awareness of (in inconsistency between an experience and a
prior belief or bet.i4een two beliefs in someone's image.

Attached are three literary wcrks which,are sufficiently
complex to create problems of variw sorts fOr the perceptive
reader, sensitive to his own reacticns.. Working with one, two
or'ali three of the works, state and explain three problems
which arose in your mind which you regard as significant and
interesting.

In responding to your work I will be looking for the
following:

1. Your ability to use the ideas in Chapter 5 as a guide
in stating problems. This ability will be manifested
in

2. the form and content of the problem statement. An
adequately stated problem has the following chardCter-
istics: (1) an explicit statement of the problematic
situation, in which (2) the inconsistent elements are

_stated as incompatibles (e.g., X but Y; X, however, Y;
or X conflicts with Y); (2) an explicit statement of
the unknown as a question, (4) the answer to which, if
believed or acted upon, will eliminate or at least'
mitigate the problematic situation.

3. the success with which you adapt your statement to the
audience, in this case the group of English teachers
who formed the audience for Paver I.

The conventions of good prose (e.T., accurate spelling and
punctuation; clarity of organizatioh; and economy, clarity and
appropriateness of style) are expected. These come from rewriting
and careful editing.

Note that the passage by Karl von Frisch (Rhetoric, p. 91)
can servj as a model for your statements, partacTITYPTYif the last
sentence of the passage is restated as a question.

Note also that CVD analysis (Chap. 3 in Rhetoric) can be of
some help in both the discovery and formulation of problems.
Since it provides a procedure for systematic exploration of a
unit, it can be used to exploie the. literary works axd such
exploration often turns up unexpected problems. It can also be
used to clarify the problem once you become aware of it, for a
problem is itself a unit of experience.

fr



. Assignment for Paper 5

Chapter 6[0f. Rhetoric(pp.119153). proVides a systematic
procedure foryexpjoTTFTEZiilex problematic data in search of a
hypdthesis .elect the 'most interesting :of the problems you ,

discuSsed in Paper 4; then,write a "protocol" of your exploration
of the problematic.dataguided by the nine -cell chart on p. 127
-of..Rhetoric. Conclude with a statement of one or more hypotheses.
The dittOed student work entitled. "Why I Became :an Introvert"
'can be taken as a. model; with these `two exceptiens:\ (1) your

iprotoc01 is to nclUderesponses to the questions in
cellS(iand 12) you need not test your ypotheSes. Begin .the'
protocol With.the,statement_of the problem, followed by the unit
or unitson which you focuS yotir attention during the exploration.

In responding to your protocols .1 will be looking for the
.

I. Your command ofthe.ideas in C1apte'r 6.'
2. Your ability to use them as a glkide in exploring

complex problematic data.
3. Your.ability td state the reSUltsdf each phase Of

the exploration preeiTsely!
4. Your ability to formulate hypotheses which answer

the. question posed in the initial probqem,
- - .

The conventions of good prose- Je.g.,' accurate spelling
and punatUation; -clarity-of Organization; and economyi.clarity-

-and apprOpriateness of ,style) ae -expected...
.

.

Audience: the. group of English teachers.

ts-

3



Assignment for,. taper 6

Chapter 17 of-iThetoric.(pp. 155-169) pro\iides a set of
general tests for '.determining the adequacy of hypotheses.
Select the most promising'hypothesis developed in the preceding
paper (i.e., Paper 5) and test it fcr adequacy. Notice that
the hypothesis' may pass all the tests, only some of the tests,
or none o? the tests. Although one would like the hypothesis to
pass them all, and hence solve the problem, it is not at all
uncommon for hypotheses to fail some tests or.to fail them all.
No matter what the-results of testing, however, they are always
useful, for they either verify the hypothesis or send us back,
a bit more knowledgeable, for additional inquiry. If the
hypothesis you have formulated does not pass the tests, you are
not required by this assignment to develop' another hypothesis,
although you may if you (jet a good idea for one.,

Organize. your paper in the following way: begin-with 9
statement of the problem to be solved (see Papers 4 and 5)',
state the hypothesis, and then state the reasons for believing
it (or accepting it tentatively, or rejecting it). Your audience
is, again, the hypothetical group of English teachers; hence
include-any explanation necessary to .clarify your statements for
this audience. Note that the tests provide ndt only reasons for
your believing .(or questioning or not believing) .the hypothesis
but reasons for their believing it as well.

In responding to your paper I will be looking for the
following:

1. 'Your comprehension of the ideas. in Chapter 7; this
will be manifested in your ability to apply the tests
discussed there to the hypothesis you have developed.

2. The skill with'whicn you use the tests as guides in
evaluation.

3. The reasonableness of your evaluation (i.e., whether
your conclusions about the hypothesis follows from
the resultsA5f the tests).

4. Your ability to use the results of the tests as
evidence tp support generalizations in yo,ir paper.

S. Your ability to use the tests to select the best
hypoti7esis and argue for it, should you have discovered
more than one or should the audience hold one different
from yours.

6. Your ability to isolate data not explained by your
hypothesis and to deal with it rationally'and
persuasively.



Assic:nmnts fer Paver 7 and Paper 8

Chapters 1 through 7 of Rhetoric discuss*(1) the nature of
rhetoric as the theory and -.1r1=TilauCing changes in minds (your
own and those of others) by verbal me&ns; (2) the nature of ex-
perience and learning, (3) the ?rocess of inquiry, and (4) heuristic
procedures for gaining greater contro: over key stages of this
process.

Papers 7 and 8 axe designed to glve VQ11 (1) additional compre-
hension'of and skill in the conduct of inquiry and (2) additional
comprehension of problems of presenting what you have learned to
others and skill in solving these problems. One or more of the
attached poems are tc, serve as the ob3ects of inquiry.

Paper 7 may be thou'ht of as a progress repo'rt to the other
members of the class. It is to be written out on ditto masters
(which I will supply), copies of which will be distribUted to the
class on the day you are assgned to lead the classAiscussion.
On the day you are assigned to lead the discussion you should come
to class -with 11) the dittoed copies of your report and (2) a brief
(max. 5 minutes), precise, carefully rehearsed summary statement
ofwhere you are in your inquiry, what'you have learned, any diffi-
culties you have encountered, etc. The Class will provide you
with feedback.

What follows.is a list of class nembers, the class periods
you are responsible for conducting, and about how far along you
should be in your inquiry.

Mon. Nov. 15 ,.Younger, Wall Stuc%

Wed. Nov. 17 Strack, Stang,
St. John

Fri. Nov. 19 Quell, Martindz

Mon. Nov, Leslie, Kovacs"

Wed. Nov. 24 Graessle, Clough

Statement' of problem

Statement of problem &
exploration of problematic data

Statement of problem, explora-
tion of problematic data &
hypothesis'

Statement of problem, explora-
tion' of problematic data,
bypothesis'& tests

Sam' as above



As you can see .from the calendar for the remainder of the
semester, it is imperative that you speak and submit your progress
reports on the assigned dates.

The other members of the Class in responding to your report
will be looking for the lsame features I have looked for in previobs
assignments (for these features see assignments for Papers'4, 5,
and 6).

Paper 0 is to be an essay which communicates the results of
the completed Inquiry to that by-now-familiar audience of. English
teachers. 1n respbnding'to your essay I gill be looking for

a) the adequacy of your problem statement and explanation,

b) the adequacy of the 'statement of hypothesis;-

c) the amount of support provided for the hypothesis,

d) the ability,of the hypothesis to account for all the
significant data.

e) clear and persuasive explanations of why any alterndtive
hypotheses are less aeequate,

1) identification of data not explained by the hypothesis,

'g) organizational and stylistic adequacy,

ti

h) the persuasiveness and clarity of your argument.

Due Wednesday, December 1.

0



.

k

humanitie!i 497,
.RichardYoung

ljniverSitv of Michigan
Assighmeilt for Paper 9

. . : 1

This week you have been engaged in i-selating, stating, and
exploring'a problem which has arisen in your.mind as you
studied a literary' work (either "A Film!' or "Subpoena") .
Out of this exploration shaUld come; one 6r more hypothese,s,
which may, when tested, 1-54pviae a solution to,the problem.
On 'the-basis of' this work, write an essay whildh states and
explains the problem., he solution, and the reasons for.'
believing it: Design t e essay for a groupof English
teachers. .

Due Tuesday, December. 21, 1:30-3:30 p.m., 403 WE.

',

o



APPENDIX D

Test Passages:

"Subpoena, from The Neu Yorker
(May 29, 1971), p. 33.

"A FilM," from The New Yorker
(September 26, 1970), p. 31.

la-tv-41"4-4.
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APPENDIX E

Student Instructions for Test 1



Instructions

Problems grow out of situations that puzzle, disturb or
upset people. The existence of a problem implies that there
is something about the world thlt is strange.or inexplicable,
dr that cannot be coped with on the bpsis of available knowledge
and resources. Prbblems often lead to avoidance reactions--'
unwillingness to confront the problematic data, distortion of
the data so that it is no'longer,puzzling or disturbing,
alcoholism; drug abuse, a constant search for variety and
diversion, 'etc.'

Everyone has problems: individuals, small groups,. nations,
mankind. I find that, as chairman of the Department of
Humanities, I must provide enpugh sections of courses for all *

Engineering students wtio wish to enroll in them ,or are required
to enroll in, them, yet I have too few teachers to man the
required number of ,sections and no money to hire nore. S How
I can meet student demands with a severely limited budget is
a question I face daily. A small group of can7er researchers
are wrestling.with the strange fact that some cases of leukemia,
responq to drug treatment'but other similar cases do not.
Large numbers of aero engineers have lost their jobs and cannot
find appropriate substitutes. .The poor in this country need
but do not receive adequate medical care. All myi are
adversely affected by environmental pollution. And so on.

For the next 15 minutes do the following:

(1) litt all the problems you can think of and
(2) state whose problem it is

What is the problem: Whose problem is it?
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Scoring instructions for Tests 1 and 2



Scoring Instructions' for Tests 1 and 2

Scori'ing directions for expressed "immediacy of*the problem for
the writer."

., .

./ . .
. .

Problems can' be-faUnd'everywhere in the world, if one is
alei.t to- them.- Some of these. problemt.we.perceive.as directly
involving us s individual4; others are-seen as "belonging" to

'someone else--"that's his problem " -- meaning that the speaker/
'writer does not accept7f as-hiS own. It is possible, then, to
conceptualize adimensibn of."imTediacy". with regard.to-the Per-
ception and identification of things or events or peoMe in the.,
world that give.rise to lack-of- Understanding, or puzzlerten.tdi,
(bewilderment: ,,-.i':

1

.
. .

/4'
.

This dimension'of immediacyh&s, tWo. components: the pSycho-
...,- ogical distance between the speaker/writer and the persoR-Tilia- ;\

7EW07-TheprOblem,,and the ter.ipoAp.l.distance'between tiie-speaker/
writer and the' sense of,puzie-thent or lack of understanding. By \

combining these two "components, we can arrive at "levelS of im-
Indoriacy." Level lwould consist of those felt clifficultieTs,. .,7)
problematic situations or unknowns which are expressed in .`the
first person, and in the .prebent tense:

I am confused by the story .(first_persbn;lresent tense, felt
':difficulty) .

Weare staunn,h Wallace supporters,' but we live in a raciar.y
integrated'neighbgrood (first1Dersoni'present tense, -

pi,oblematicsituation) -- ,

.

We can't understand the reasons for his action (fir t person
presenttensd, unknown)

,

- -

. Level 2 consiss of:those felt. difficulties, prbblematic ituations,
or unknowns expressed in the first person, but in either ast or

. future tense, or indeteiminate time

I was bewildered by the "expidnaEion . (first person, past
tense, felt difficulty)

We.'wi..11 vote for Wallace, but we disagree with m ch.of what
he stands for (fit.st.person, future tense roblematit
situation) . 4

I didn't understand why he came so early (first; tperson,,past,,
tense, unknown) . /

I sometimes wonder abbut his intentions. (fii,st perbon,
indeterminate time, felt difficulty) '

Level itmediacy is signalled:in terms of "sgtheone else-now".
That is, the difficulty', problematic situatioh or unknown is



'attributed to some other-specified individual-or relatively small
group, iri the present tense..

. . . .

He is clearly` dumbfounded by -net turn of events,(third
,person, present tense, felt difficulty). ,

Charles is continuing his mission, although he is beginning
to -have second thoughts about its wisdom (another
person, present tense, problematic situation)

The president doesn't know wha't the Russians ; ?ill do (ano ther
person, present tense, uhkpown) .

i-

DeSpite the lecture, the class is-istill floundering (a group,
present tense, felt driculty)

, Level 4 immediacy is expressed in terms of someone-else--some
other.(or indeterm,inate) time.

The reader,couldn't tell what was going on (third person,
T vast tensej felt ,difficulty)

-The team always plays well, despite the fact that no clear
leader_has emerged (a group, indeterminate timeo prob-

.

lematic situation) .

'The defense. will continue to
witness"

flounder.until the
ten e, u nown)

ys.tery

/Cm
witness" shows up (a group,,fpture

1

The singer and his accompanist finally ar iveb, They were
.

as confused as everybody else.(a gray 1--in this case,
a pair--past tense, felt difficulty),'

. , , . .
1

.

Level S immediacy involves a more impersonal referent-like a
large group such as a nation, an army, or generic terms like
"voters" or "hippies" or "musicians", or a fictional character
74ke Orestes or Zeus, or the impersonal "one". At this level.
time is no longer considered a. significant fac,tor.

,,

The regiment was thrown into a state of confusion by the
contradictory orders (large group, felt difficulty)

Footjpall fans root for the undo dog, but bet on the favorite
(generic group, problematic situation)

`One soon begins to wonder what'.the truth of the matter is
(unspecified other, unknown).

.

Le e" 6 immediacy involves a constr.uction in' whier-tre logical
subjec is inanimate'Grabstract. Again, time is not considered.

.6

The story is confusing (abStract, felt difficulty--by the
speaker/writer) .

Slavery was an inhuman institution, but it Must, be admitted
that it made greatcontributions to the'development of
this nation (. abstract., problematic situation)

'Why should .,it be necessary for an, article to be so incom-
prehensible? (abstract, unknown)-.

r



r

!,

Student Intructions for'Tecet 2
It

(
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The Reading Log:

Explanation and Sample Illustrations-of Entries

The reading log should contain your' personal reactions to
the readings assigned in this course. In'addition you are
encouraged to Clude yOur reactions'to Optional readings done
for'this cours and to readings dgne for other courses and on
your own.

The log;should serveas a record'of your various reactions;.
it should alSo serve as a means for encouraging such reactions
and for increasing your sensitivity to,them and to the texts

., which elicit\them.' Summaries and paraphraSesofthe readings
should not be included unless they are necessary for clacKifying
more unique reactioris.1

Attached are some illustrations of persopal reactions to
,readings'I.did\ as graduate studeht.. They are intended ;t6
Clarify further what is meant by "personal reaction."

Your entries, on the works need nOt be formal essays; but
they should be clearly organized and explained and .carefully"
proofread. The'length will'varY dependingon. your reaction
and how much explanation,is'necssary to be clear.. Write o'r
type on separatesheets and bind them securely in a plastic or
danila folder. Do not use a Spiral notebook: The log will be
called for three times- during the course of the.semester.
Hehce it is important to keep it up to date by recording your
reactions when you do the reading.

n.

.d
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The Wooing of Etain, in Ancient Irish Tales, T.P. Cross and
C. H. Slover trans: (New York, 1936), 82192,

0 /

We always feel at sea when meeting for the firSt
time literature from\an alien culture.. And to under-
stand it better, to establish our intellectual bear-
ings, we compare the new with the old an'd'familiar.
It's curious, in. reading "The Wooing of Etain11---and most
Of the'other tales in this book--the number ofIvaguely
familiar characters and. situations we meet. Fot in-
stance; the easy intercoursebetween-the supernatural
'world and..-the natural world recalls to our MindS the
''humanized ";' dietieS of The Iliad, The Odyssey and
dvid's Metamorphoses./ Even Eochaid's recovery of Etain
from fairy world has/something of Orpheus' recovery of

. Eurydice in it. The fact that the, two storiethiccould
.

be effectively blended in the 14th ntury-English.
poem "Sir. Opheo" indicates the inh rent .similarity.
And the inetamorphosis of Etain and ide into swans
recalls a host of classical shape dhangers,.

The similarities between this new literature and
familiar classical tales make the reader's response
richer, even if'he knows little of Irish culture.

. To
a great extent beauty is. the eye of ,the beholder.
'The richer his own mind theApore satisfying these new
,tales will be.

Usually stories full of fairy kings, and "little
people" have very little appei"i for-me,. But it is
"different with these Storties, for the world of these
tales is the world of *6ncalid,w61ffign, not of bloodless
princesses, desireless\princes and completely evil

:witches. Even though the "little people" move freely
through these-tales; they move in the real world and
.enter into the confli6ts of real men and women. Un-
rik6 the over-simple fairyworld of Disney, filled
with emasculated dwarfs, envious witches and fairey
queens clothed in minted gold, and where/the good -

lovers, who never.really impress us by their goddness;
oppdse witches, whose, evil never impresses us either
because it never has any permanent effect On'anyone,
unlike all: this the fairies of the Irish tales appear
in a liarsh'Wond,where happiness and peade are at best'
things of brief dUration.'

, V
*At least a tale similar to "The Wooing of Etain".,-
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This is nit a child's tale--the atmosphere is charged
with 'passion; with desire and.fear,-love.and hate.
Whatever the "unreal".elements are and for whatever
reason they-are there, we can still respond to the
basic conflicts'because we find them in Ourselves. "

1

Oisia in the Land of-Youth, in Ancient Irish Tales, 22. cit.,
439-456.

Perhaps the reason I was less impressed with this
story than with the others is that here we are more
concerned with the Land of Youth than we are With the
land of men and women. A land where

No gleasure e'er that entered mind
But here thou'lt find without allay.

_tis.,tno far from our own world to interest us much. If
this perfect world had been a,mystiC's attem to ex-
press a visionary experience, as in "The rl, we
could have found'it interesting. Or if it had al
gorical implications as in The Bower of Bliss, if 41

Oisin's wife had been la belle dame sans merci, it
could have been even -more so. Literature must .deal
intimately with significant human cxper!ences. Other-
wise why make it. the object of serious study? Okily
once can we really respondrto the story, aid that is
when, at the end, we see an old man, Tithonus-like,
yearning for youth, fora wife and children who are
forever dead to him.

The Exile ut the onssof Usnachajn Ancient Irish Tale:;,
sm. cit., 239-247.t

The editor calls Dtiirdre an Irish Helen, and in
many respects the comparison is sound. Yet t-he tale
is, in two rather striking ways, more like an Old
Tes cement story than The Iliad. In the first place,
the tale lacks the scope of The Iliad; we are not
co corned here with a conflict of nations, but rather
w th a conflict of individuals. Even in the scenes
v ry like those of The Iliad, for instance where Illann
slays three hundred Ulstermen, we are always aware
that the important conflicts still remain in the hearts
of Conchobar, Deitdre and Naisi. The tale is, then,
more similar to that of David and Bathsheba or Romeo
and Juliet than that of Faris and Helen.

And in the second place the main characters artery
more Old Testament than Homeric. The Hebrews had a
way of seeing their great men and women as they were



:Intl revering them in spite of it; their portraits
havt;,a rough honesty about them. 4Conchobar is pre-
sented :IF a great king both here and in other tales,
even though he is not always admirable. It was Yeats
who made him the incarnation of evil desire. And
Deirdre's noble love grfms from a rather doubtful
beginning Among the Irish Cuchulain is most like
the great Homeric heroes: Fe, like Achilles, estab-
lishes an ideal. B'.t the licb7ews, and. I think the
Irish for the most part, were Mot's° much concerned
with ideal men as they were with magnificent but
actual men. We are qonfronted in the Deirdre story
with human beings; we see Vir greatness but also
their ;limitations.

'Dyath Tales of the Ulster Heroes, in Ancient Irish Tales,
22. cit., 333-346.

On the whole these tales are more interesting if
we read them as parts of the biographies of these im-
portant met than if we read theM as artistic narra-
tiVes. Cuchulain's tale undoubtedly was more moving;
for the Irish warrior than it can be for Us, for our
valties are 'ifferent. I was struck by the contrast
between Cuchulain's death and that of Roland. For me
Roland's death is far more beautiful, The warrior's
ideal of dying on his feet is almost a matter of
vanity when compared with Roland's last pledge to God.

There is a curious incongruity between the paganism
of Cuchulain's death and the Christianity of his return.
One can't help but feel that the latter 4s an addition
by a Christian copy'st. And how could the cleric have
more shrewdly eset ted his moral? Th:1 tales of
Cuchulain's expl s were no doubt very popular; hence,
by a simple addition thr Christian writer could reach
a large audience. Also, the question would naturally'
arise in the mind of the reader, "if Cuchulain was
magnificent, how much more magnificent must Fe be
whose coming Cuchulain foretells?"

Conchohar's death contrasts with Cuchulain's, for
it is strikingly Christian. It is also interesting
for the perspective it provides on COnchobar'is charac-

`-'1431 This I have mbntioned earlier in my comments on
tfiewbeirdre story. Obviously the early Irish saw a
complexity in the human character that we tend to'
ignore today with our "good guy--bad wJy" ethic.

44.
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The Saga of Harald the Fairhairee, in Heimskring1a: The Norse
Kink Sagas, Snorro Sturiuson, trans. by Samuel Laing, 111,
(London, 1844).

Too often the modern historian is content to present
isolated facts.. They stand before us, real but inex-
plicable. We are told for example, of the colonization
of leeland.in the ninth century; but the complex struggle
for power and the loves and hates which explain this
colonization are never given us. The ,Saga of Harald
Haarfager gtves the bare fact more meaning; it makes the
fact an important result rather than an isolated Ancident.
As history it is excellent.

Emerson's view 4 history as the lengthening shadows
of gr t men is no longer very popular, but Snorro

clSturl on would never have questioned the Idea. This

12bell f results in a good many excellent character.§tudies.
For example, "Eric was 4 stout handsom man, strong, and
very manly-7a great and fortunate man of wtr; but bad-
minded, gruff, unfriendly, and silent." .

There is a powerful irony idithe story of Harald and
his efforts to unify Norway. He is Or'ven to tha task
by his love of Gyda and proceeds wisely. But his sensu-
ality results in so many heirs that his work is undone
within` his lifetime. 'He destroyed an older, workable
social structure and failed to replace it with anything
more stable and more workable. It is curious, perhaps
even tragic, that a man who began so well sh4-4tild leave
the realm in chaos. The sagas would have been good
source. material for a Scandinavian Shakespeare.

The Saga of Grettir The Stronvi, G. A. Hight trans., Everyman's
Library, (London, 914).

Greate-literature is always more difficul, to talk
about than poor literature, for great literature has a
richness and complexity that eludes simple analysis.
For this reason, any brief statement on The Grettissaga
is likely to be unsatisfying. In spite of this would
like to comment on three aspects of theostory: the
structure, the world view, and the use of irony.

The historical function of thifl saga is eclipsed by
the biographical one, and the biography is great tragedy.
The basic pattern of tragedy is the pattern of this saga:
we see the Tise, dec11Lhe ani eventual destruction of an
individual. Handling this arc-like pattern with great
skill, the author begins with a character sketch of
Grettir and a series of, in themselves, relatively
trivial incidents but wpich foreshadow his eventual
doom. After his being 'outlawed we see his gradual loss

6
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of control of his destiny:, His friends gradually die
off, -and more and more people begin hunting him. The
pop f isibilities or living narrow until he is 'forced to-
take up life ctn'an impregnable island. Finally, with
the aid of- witch- craft, his enemies brutally .murder
him. Although the tale is long and'complex, nothing .

is superfluous; everything contributes to the focusing
of the action on a single room where a man dies, de-
fending hiMself magnificently.

"Everything is full of hardship.in'the kingdom of
oarth; the decree of fate changes the world under the' 4.

heavens. Here possessions are transient, here friends
are transient, here man is transient, here woman is
transient; all this firm-set earth becomes empty." So
spoke the Wanderer. The people of Grettir's world
might have said the same, tor their woeld was an unpre--
dictable, as gloomy, and as empty. The tough stoicism
that-pervades the saga-is almost the inevitable-
philosophy in this world. It is the only possibility
for GrAtir. For by his very nature he is doomed to
an unhappy life. I was reminded of -Hebbel's theory
that all exceptional people, whether they are beautiful
or powerful or virtuous, are potentially tragic.
Grettir with his enormous strength and candor could
hardly hope to escape injury.

In a world controlled by fate, a world unpredictable
and ultimately inexplicable, the :sense -of irony. is apt
to be sharpened. Man's expectations are often frustrated
and the incongruity of his desires and the way they are

4 fulfilled becomes Apparent. . An Asser or a Bede might
have seen no incongruity one reaps what he sows. But
the Icelander at that time- was bolstered by no-such
philosophy. Perhaps this hypothesis explains the many
ironies of the tale. For 'instance, Grettir
when he has but'one more year before he regains his' free-
>dom; he has the strongest arm in Iceland, Ot his
spindly7armed.brother revenges him; and Thorbjorn is
killed by Grettir's sword at the very moment he is
boasting\-of taking it. . .

In The Grettissaga we have a profound an artistic
treatment of a magnificent theme. j

The Ruin, in Anglb-Saxon Poetry, R.K. Cordon trans.-,
Everyman's Library (Loiidon, 195Q) 'pp. 92-3.

Actually-all that is being sa d An "The Ruin" is
that a great city has decayed, the fate Of.ever thing f

in this world. The impact of the poem comes; no from
the central idea which a common one in thai tim
but from tiOe way this idea isdeveloped. The piling

1

\
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up of.highly concrete descrOtions of the ruins make
them real for us:

Often th's wall, grey with lichen and '

stained.with red... The wood work of the
roof is stripped of tiles... .Despoiled
are the towers with their gates? frost
3s on their cement....

When the city as it originally was is also described
in detail, we realize more profoundly what has taken
place. We are not merely told about the change, re
are shown the corpse of a city as well as the city in
all its youth. The author has made the decay both
real arid important for us by his craftsmanship.

The Wife's LaMtimt, Ibid., pp. 87-88

"I make this song of my deep sadness, of my own lot."
The Wife's Lament repivsents perhaps the simplest
literary form there is. It is merely a verbalization
of a wellinglup of emotion. But it is literature and
not the incoherent ravings of a revengeful woman. Even
though she is more Conscious of the motion than of
herself feeling the emotion the work still has form- -
although a very simple one. Harown sufferings make her-
cry out; then she broods over her lot and that of her
husband. Indignation results from this brooding and
she curses her persecutor. The movement of the work
follows, I think, a natural train of thought- -from
lament to indignation to curse.

Christ, Ibid;, pp. 147-181.

For me "Christ" is a dull wort. It'is repetitious
and unimaginatiVe. Part Three, for example, is a
series 9f variations on the theme that the good shall
know joy and the bad, misery. The author practices
no economy of statement; he uses higl.ly emotional words
to say tree same thing many,times. The words soon lose
their vitality Pnd the ideas soon cloy. It does not
follow that if a little is good, more is better. Also,
the yriter's descriptions of joy and torment are un-
original. Onb might object that what is z cliche for
us was original for them. But I find it hard to be-
lieve that, even this early, describing joy in terms
of light and jewels and torment in terms of fire, ice
and worms was new. They are "doctrinal cliches" now
and probably were then also. Only occasionally does
the description come to life. For example: "Then
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about my head they twined a sharp crown of pain-,4.
cruelly issed it.on." Here I can respond. The
verbs are specific; they have almost a tactile
appeal. But on the whole the work is wordy and
commonplace. I missed the terseness o Scandinavian
prose.

Selection From The Blickling Homilies, "The Signs of the Last
/ Judgment," in Select Translations From Old English Prose,

pp. 200-203.

r

This is shocking. The impersonal enumeration. of
events lends a:-\validity to the statements: these are
not the authol"s opinions, the tone suggests; rather,
this is the way it will be./ The incongruity between
tone and subject matter seems to increase the Itorror;
perhaps because we have no one else's responSe to com!--
pare our own with ---the imagination has free play.

The briO but vivid descriptions aIso-,help to .

-''create-a shocking effect: bloody rain falling in the
evening, for instance, and darkness at noon. /And if
weunderstand-it metaphorically, the coming of devils
to try men's souls could.be;.an allusion to the in-

, humanities committed out of insane fear--a.horrible
finale to'six terror-filled days.

The bibliCal quotations, which are fearful in a
way,no Other.literature is fearful,. are used with
great effect. They,....4oth lend their authority to the
prophecy and their ttrror to the effect. 01.this
day of doom one might well say, "Blessed.ar those
that; re Parren, and blessed are the' wombs that .have
never brought forth, and the breasts which have never
given suCk."

This was a terrible religion; I understand better °

now why.the people then feared and anticipated doom
in 1000.

Henry Adams, Mont-Saint-Michel and Chartres, (New York, e

1933); pp. 1-31. :

In Mont-Saint-Michel and ChartPes we meet ,a sensi-
sitive, imaginative,,well-informed critic--a critic
who understarkds the medieval world, not onewhp merely
knows'about it. Out of_thee descriptions of men and
arches, jongleurs and poetry eperges the sense of a
real world filled( with real people. By the time we .

are told of William and his men'cai-arms crossing on



8

the sands beneath Mont-Saint-Michel we have begun
to visualize the scene and understand the men.

With tne help of Wace, Mr.. Adams creates a
memorable character in Taillefer. If the real
Taillefer was only half as. great as Adams' hero,
who enobres himself through bravery, who, like a
drum-major, throws his sword into the air, all the
while chanting his battle song, he was worth the
pater of nobility William granted in the field.

And yet neither the people nor. the places arc
sentimentalized. They never become concrete exten-
sions of emotional Wedispositions. William is a
great man and is respected by Mr. Adams. But William
never is made something he wasn't:' he is hard, prac-
tical,-an opportunist as well as a great administrator,
a great soldier and a good judge of men. If we com-
pare the popular ideas el today yaboult Alfred and
BoethiuNkawith this s-portrait of William, we see the.
difference between sentimentality and sensitivity.

And the church itself is treated more symbolically
than it is sentimentally. In it arecompressed the
characteristio,s of the age as well as of the dis-
tinctive Norman character. The arch is related to
the literature of the, period and, in turn, they are
both placed in the 14ger context ,of Norman and
French culture. The criticism of Mr. Adams is
essentially synthetic, not analytic. He tries to
see the world whole.

After reading this selection we feel that we can.
better understand, if not feel, medieval literature
and the medieval world. He helps us to read more
imaginiL_ively, more sensitively, and more intelligently.
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Student Instructions for Tests 3 and 4
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Instructions for class work

A. you have read carefully the short story you were given
last hour. For the next 20 minus list the problems
that arise. in your mind as you thin about the story.
Number each problem as you go along.

#2

B. Select from your list one problem that strikes you as
interesting and/or important (that is, worth investigating
further) and write one concise paragraph stating the
problem so that a hypothetical group of English teachers
can understand it. You have 20 minutes to do this.

at
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Instructions for Test 3

You will be given a list of numbered items. Each item is
composed-of one or more statements. Your tasks are, (1) to-isolate
the statement(s). in.each'item, and (2) to classify each statement
as (a) a felt diffi,'ulty, or (b) a proble'matic-situation, or
(c). an unknown,-or '(d) a hypothesio, or (e) an other.

The terms felt difficulty, problematic situation, 'etc. are
taken from a description f the Process of inquiry, that psycho-
logical process which be ins when ode senses, or "feels," a
difficulty which seems s gnificant enough to wdrrant inyestigation.
The process of inquiry an be analyzed into the following stages
and sub - stages:

PREPARATION
.Felt difficulty
Statement of the difficulty as a problematic situation
Statement of the unknawn, i.e.,.what must be diScovered in
order to eliminate the problematic situation

Exploration of the problematic data

INCUBATION
A period of unconscious .activity

INSPIRATION
Discovery. of a hypothesis, i.e., a tentative answer to

the unknown

VERIFICATION
rmal testing of the hypothesis

As stated above, ybur tasks area to isolate the statements in
the numbered items and then, to detgrmine whether or not they indi-
cate involv6Ment in the process -ofd inquiry. Or, more specifically,
whether each statement is an instance of a felt difficulty; probleV.
matic situation, unknon, or hypothesis. Some statements may not
be any of these. For example, a statement like "This is, a short
story," standing by itself, does not suggest involvement in the
'process of inquiry. Such a statement should be classified as
"other..."

Detailed instructions for classifying the statements, are
attached. But some general observations and instructions Can be
given here: -

1. Note that a numbered item may be composed of more than
one statement; for example, a single it:ern might contain
.a problematic situation and an unknown, in which case,
you should record two'staternts.

2. Note that a single statement may be made up of one or
more clauses or one or more sentences'..
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3. -On the sheet.of items, bracket [ I ech'stateMent that
you isolate', each felt ctiffkulty,.unknown,.
hypotheale, .etc.:. Them number the.bracketed.statements'
consecutively place the nuMborabOve the statement.

.

4. Next to the number abbve the bracketed statement, place
.th.e capital letter' corresponding to the most.reasonable.
'Class.ification of the, statement.

. Note that.some. StateMentS:will_be difficult to classify
with certainty; they might reasonably ke.put in.more than
one claSs. In'such cases--indicate:the next most .reason
.able classification in--parentheses (.) after the most'
reasonable

6. When yoU have finished the task,,noth ing-should remain
'unbracketed. .

t

Thus after. you -have followed .the nstructions, a single item'

this:

1. Elio "monster" is made' of metal and-odds:and ends froM'

tne. corner drugstbre, yet he talks, reads, carries out

the'garbage, and is °regarded by the narrator as a com-
, F 11(1)

panion and friend ..1 LIt's not clear.to me whether he is

really.a robot.]

.1 '

Study,the ati.'ached instrdctions-ci6ifully. When yOu have done
this, you;" will be"giVen a sample task,' a dry run which !..0.11rgive
you an opportunity tea raise any remaining questions you might have

I '

1. Don't refer t
in thejte*

111
Additional Rul ,4s for Scoring

,4
other items, in order to resolve ambiguities

der attentioh,
0

independent clause' refers to an
clause (as in 876,3), treat the

2. .If'a relative...pronoun-in an
entire prey ous independent
two as' a s'ngle statement. 4

. Dependen , or subOrdinate, clauSes are not to be treated as
separat statements. :

i

4. indepe dent clause', even if they are subordinate in meaning,
are t be treated as,,separate statements unless they are
elab ratiolp of2some sort (i.e., restatements, illustrations,
etc.

5. If s two questions can take, different answers (as in 876;,4b,4C),
treat them as diffeient statements.
/-

`16



TYPE A STATEMENTS

Felt difficOities,:

ti

. A felt difficulty,:aa%Veyill use the term, refers. to a.
Statement of one or more-Clauses which- indicate confusion,
puzzlement,"bewildermentaboilt the short story. The focus is.
on,one's reSponse-to the story or some feature Of it.; and this.
response can be characterized As a feeling of uneasiness, con-
fusion,. .or'difficulty arising out or-ErTgr; interaction with
the text. Felt difficulties-mark the earliest stage of the..
rocess of .inquiry.

By ay of contrast, Type B statements (Problematic Situations)
are attempt:to state explicitly whatcaused the feeling of
une siness; such statements present observations about the story
th t are inconsistent with other observations or'with.prior
beliefs or experiences, they are explicit statements of

.

cognitive dissonance.

Felt difficulties can be contrasted withanother-kind of
statement which focuses not on one's response to the text but.'
on some feature of the text which is seen as being in some' way
defective. Such statements are likely to be Type E Statements.

' ExampleS of Type A Statements:

L, I,, am more bewildered than pleaped or amused.by this

eeta
should be classified as Type A.)

2. I'm confdsed; the passage makes no sense at All. (The
first clause suggests a Type A classification. 'When
linked with the first clause,-the second appears to be

t a-restatement. If the second clause were Standing by
itself,lhowever, it should be considered a Type E
Statellent.)

,
.

_Negative examples for contrast:

1. The "monster" is made of metal and odds and ends from
. the corner drug store, yet he talks, reads, carries
out the garbage, and is regarded by the narrator as a
companion and friend. (Type B)

2. The passage is confusedj (Type E, it's the passage
rather than the reader that's confused.r

3. This is a lodsy story. (Type E)

4. The story lacks coherence. (Type E)

Clauses and sentences. which serve as introductions, restate-
ments, explanations or illuStrations should be considered
elaborations of the statement. and should not be-counted as
separate statements.



.riPE El-STATEMENTS A

Pralematic Situatidns

. A prdbiemate LvItliotLoNi as we' will lase' the term, refers to
a Statement o)f two or moreeiclauses which'explicitly describes a
d'issonance apomalyinConsistency,. in-compatability,
discrepancy, or.puzzling contrast). The clauses dr sentences
are characteristically linked by words likeyet, however,
nevertheless, but, on the'othei&Iland,.although., A probrimatic
situation is.made up-of an' observation about the story' followed
by a second obse ion-(or prior belief Or experience) which
seems to .be incompat.ble with, it, i.e. , a problematic, situation
is an explicit sta e ent.df a cognitive dissonance. Such a
dissonance encourag s oneto further inquiries, usually toan
effort to state' an nknown.

Examples of Type'a tatements:

1. The "'monster" is made of metal and odds, and ends from,
the corner drug store, Yet he-,talks, reads, carries
out the garbage,. and is regarded by the narrator 'as.
a companion and friend.

. , .

2.. I've always thought of vandals as barbaric, dest'iUCtive
people, but the van alt described-in this story lii7e in %.

mobile homes and plant trees as community projects..
v

Negative examples-for contrast;

The author may think he's writtensomething that makes
sense, but he'.sure Whell,hasn't .(Type-E. ,-Although
it has the grammatical form of a p'roblematic'situation,
it does not encourage further inquiry. There is no
inconsistency, or dissonance, in the reader't

2.' I amCmore bewildered than pleased 'or amused by this
story', although I look upon reading it as an interesting
mental exercise. (Type A. Although it has the gram-
matical fbrm of a problematic situation, the two'clauses
do not present an inconsistency, and the first clause
suggests the. feeling of confusioncharacteristic of
Type A 'Statements.)

-Clautes and sentences which serve as introductionst.restater
,ments, explanationsor illustrationshould be 'considered elabora-
ti ms of the statement and should not be counted as Separate
sttements:, However, queStions fon :Ewing the problematic situation
an! deriving from it should be considered either Type C or Type D
statements. Sentence's preceding or folIcTIng the '.problematic

H§iituatiOn which indicate confusion, puzzlemenet, etc., should'be
considered Ty0e A Statements.

4
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TYPE c.STATEMENTS-

Unknowns

An-unknown, as-we will use the'term, refers to a statement
of one.or More clauses which indicatestinformationithatone
1.acks. It is usually, in the form of a. questioithEiigh not,
always; -The-,question Will begin with a."ques-ticih'wOrd":. who
what,. when-,where,,how, why. When the unknOrwn takes the form_:.
of a declaraEt7g7sentence, it contains onelof-these.question
words and can.readilybe rephrasedas a question. Unknowns

i'require extended answers--identifications,,explanations, etc.'

By way of contrast, question beginning with auxiliary
verbs (canuShall, Will, may,(must, could, should; would4
might,,oUght,or some form oT ig7do7Fave)-.take "yJ7ar "no"
answers; such questiOns,should be .considered Type D Statements.
Type D Statements can also be-phrased as deClarative sentences,
ofteri7containing_aclause beginning with "if" or " ".whether ";
such sentqzCes can be.-rephrased..as "yes- or -no" questions.

Examples of-Type C Statements:

1.0 Why does he 1..?

on't_understandw01 he
3.. What iS the signgicance of the Searchlight at the

end.16f the story?

Negative examples for contrast:

1. Is he a robot? (Type D)

2. 1 wonder'if he is a robot. (Type D)

3. I. wonder whether .he is a robot. (Type D)

4. Is the searchlight a comic., equivalent of the light of
truth?.. (Type D)

I-am:puzzled by the detail of the searchlight at the
end of the story. (Type A, since the writer focuses
on leis 'confusion, and has not yet formulated the kind
of infotmationche'-needs.):

,Clauses and sentences which serve as introductions, restate -
ments, explanations or illustrations should-be considered
elaborations o the unit ind should not be counted as separate
statement a. A

4.



TYPE D STATEMENTS

Hypotheses

s A hypothesis, as we will use the term, refers to a statement
of one or more clauses which suggests an answer to a prior,
usually unstated, unknown. Although conventionally hypotheses
are phrased as declarative sentences, they,may also be phrased
as questions. Phrased as .questions, hy-Wheses begin With
auxiliary'verbs (can, shall, will, may., must, could, should,
would,-might,,oucrlit or some form of ,is,' do, have) . Phrased .as
"dediarative sentences, they often contain clauses beginning with
"if" or "whether." "-Hypothetical" questions.ban.be rephrased
readily :as "if" or."hether" sentences and vice versa. Whatever
their giraMmatical form, hypotheses are tentative .answers to prior
unknown. It is the tentativeness of_the answer that produces
theqUeStion form or the use.of words like "if" and.whether";
it is alsOs'.their tentativeness that Produces the ch&racteristic
need for verificatiOn for a yes -ors no, true-or-false evaluation.

(1,

Examples of-Type D Statements

1. Is he a robot?

2. I wonder if he,it a-robat.,
. - -

3. I wbnder whether he is a robot.

4. Is the searchlight a comic equivalent of the'light
of truth?.

5.. I suggest that,, despite his behavior,. he is a.robOt.

6. He could bp a sortof link"--half man and
half robot.

Negativeexamples for contrast:

1. Why does he'..." (Type C)

2. -I don't understand why he (Type C)
.

3. What'is the'significance of ..." (Type C).

4., This is a lousystory. (If there is no elaboration to
indicate that the statement is a suggested answer to a
priot unknown, treat it as a Type E Statement.)

Count alternatives or opposites as.separate statements,''
e.g., Is he a man or [is he] a robot? That is, this compound
question should be counted as two statements.-

.Clauses and sentences which serve,...as introductions, restate-.
ments, explanations or illustrations should )e considered
elabokations of the statement and should not be counted as
separate Statements.

o



TYRE E STATEMENTS

-All Other Kinds. of Statements

This class includes statements of one or, more clauses which
are not felt difficulties, problematic situations, unknowns, or
hypotheses, Or their elaborations.' It is easier to be precise
about what this class of statements does not include than about
what it doss. But Type E Statements do share certain gerleraI
characteristics. Thefare all statements which suggest that
the person is not engaged in the process of inquiry. The first
four types of statements suggest involvement at some stage,in
'the process 9f inquiry; Type E Statements suggest that inquiry
has sopped or has never begun. The first four types IndiCate
an attitude 4exeMplified by such statements as: "I'm not sure"
or "Let me think about it" or ."That's strange." Type E Statements
suggest an attitude.exemplified by: "Let's have no nonsense"
or "It's as plain as the nose on your face" or "It's perfectly
clear" or' "Who cares?" Rather than focusing on reader!s.
involvement with the text, Type E Statements f cus on the text
itself, or evaluations of it, or the intention f the author, as
if these existed independent of the reader.

Examples of Type E StateMents:

1. The passage is confused.

2.' This is a lousy story.

'3. The story lacks coherence.

4. The author may think he's written something that makes
-Sremse-rbut he sure as hell hasn't.

5. The story is senseless.

Negative examples for contrast:
b
1. This is a confusing passage. (Type. A;., because "con -

fusing" suggests the reader's,response By contrast,
to say that "the passage is confused" suggests that
the reader is in,no doubt about it, that the passage
is simply defective. -That is, the confusion is in the
passage rather than in'the reader's mind.)

2. I can't make any sense out of this. story. (Type A,
because it suggests the reader's lack of understanding.
By contrast, to say that "the story is senseless"
suggests that the reader has no doubt about it; the
story to his mind is clearly defective.)

Clauses and sentences which- serve as introductions, restate-
ments, explanations or illustratiOns should be considered
elaboratioriS of the statement and should not be counted as
separate statements.
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INSTRUCTIONS FOR4TEST 4

.
You will be given a series of paragraphs to analyze.

Attached to each paragraph is a form on'which you are to record
the results of your analysis. Each of the paragraphs is an
effort to state a problem which arose in the wAs4i..ter's mind as
he ad a short story, and to state it in such way that it

1 be-understandable to you, the reader.

In the analysis of each paragraph 'you are asked to do the
following:

A. Determine whether a problematic situation is stated-
in the paragraph and whether the problematic situation
is accurately stated. Determine whether an unknown is
stated and whether it is clearly related to the
problematic situation:

B. Determine the degree'-to.Which the paragraph is, to
your mind, understandable.

Problematic situations arise in someone's mind when he'be-
2 comes aware of clashes or inconsistencies in'his experiente:

inconsistencies between what he is perceiVing and what he belives
(knows; values);lor between two already held beliefs. Suppose'
someone' believes that atomic power plants: arg the only means of
meeting,our growing need for electrical powerandthen reads an
authoritative report on the serious damage such plants do td the
envirammen't. What he hastkread clashes with what ie believes;
they don't "fit" together. If he werlito state the problematic
situation, he might say ,soMething like

Atomic power plants are the, only.means of meeting our
groWing power needs; howeVer, they do serious damage to
the environment. [Either or both.of the clashing elements
might be elaborated on.]

. The presence of a-problematic situation (at least'one which is
considered important and worth careful thought) leads to the
formulation of an unknown-7-that is, That needs to Be discovered
in order to eliminate-the problgma4ic situation. The unknown
for the problematic situation above might be stated something
like this:
-, How can the damage to the environment,be eliminated or

at least brought within acceptable limits? -

A problematic situation plus the relevant unknown'is what we-
will call a problem.

An adequa4ly stated problem has the following characteristics:
(1) an explicit statement of the iproblematic situation, (2) in
which the inconsistent elements are stated as incompatibles '(e.g.,
X but Y; X, however Y; X conflibts with Y); (3) an explicit
statement of theunkn n, usually as-a question, (4) the answer
to which will eliminat ,or at least mitigate the prOblematic
situation. Elaborati s of any part of the problem statement
may be included for clarification.
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As an illustration of the task you are being asked to perform,
consider the follbwing:

Sample Problem

Donald Justice's "Counting the Mad" is a puzzling
poem. It is obviously similar in formi to the toe-
pulling nursery rhyme "This Little Piggy Went to
Market." Yet there.iS no apparent reason for the
structural parallel. The poem and nursery rhyme
differ greatly in content, audience, and meaning.
Why is the rhyme echoed in "Counting the Mad"?

Sample Analysis

N.B. Bracketed statements below are for clarification.
You are -not asked to supply similar statements when you
fill, out the forms. You 'are asked only o fill in the
blanks on the forms.

A. Read the attached statement carefully and then answer
the following with a "yes" or a "no ";

1 Is a problematic situation explicitly stated?
Yes

[It 'is obviously similar in form.Yet there
is no apparent reason....]

Are the two components of theprob matic situation
clearly incompatible,,, or dissonant? Yes

[We expect such an obvious feature' tolbe functional,
yet it is not clearly so: fuhction/no apparent
function.]

2. Is .an unknown stated? Yes

[Why is the rhyme echoed in "Counting the Mad " ?]

Is the unknown relevant to the problematic situa-
tion, i.e., it the unknown is answered, is it
likely, when believed or acted upon, to eliminate
or at least mitigate,the problematic situation?
Yes

[The qUestion is-phrased in such a way that the
answer- must be a statement about the function'of
'the echo.]



N.B. At tires as you fill out the forms yc; may have
difficulty deciding whether you should answer yes or no.
In such cases, ,rake a note at the bottom of the form
explaiping why.

B. Assume thzt you are tile reacer for whom the statement
was written. Indicate on the following scale, by
circling a number, the degrte to which you understand
the problem the writer has tried to explain:

I do riot
understand

his s pr °bier

1 2 3 4 6 7

[The problem is fully understandable to me since it
is carefully stated and I an familiar with the poem.
The writer could have insured that others wotAld under-
stand if he had included the first stanza of the poem
which clearly reveals the structural similarity.
Someone who had not read the poem might have circled
a 6 or 7 or EI1

I understand
his problem

fully

8 9 0

Study the "Instructions" carefully. When you have done this,
you will be given a sample task, a dry run which will give you an
opportunity to raise any remaining questions you tight have.



Test 4 Your name

(Analysis of Prom Statements) Date

Number at right hand top
of attached. .shee't

A. -Read the attached statement carefully and then answer the
foilowihg with a "yes" or a "no"

1. Isla problematic situation explicitly stated?
Are the two components of the problematic situation
'clearly incompatible; or disSonant?

2. Is an unknown stated?
Is the unknownreleyant to the problematic situation,-
i.e., if the unknown As answered, is it likely, when
believed of acted upon, to eliminate or at least
mitigate the problematic situation?

,

B. Assume that you are the reader for whom the ,tateMellt was
written. Indicate on the following scalei,b14ircLi4g a
number,,,the-degree to which you understandtheAn9110
writer' has tried. to explain:.

I do not
understand
his problem

1 2 4

undeistand.
his probleip

fully

6 7 8 9 10'
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APPENDIX K

Summary of Nine-Cell Heuristic Procedure

let

(From Richard E. Young, Alton L. Becker, and Kenneth L. Pike, Rhetoric:Discover and Change, New York: Harcourt, Brace and World, 1970, p. 127.)

A744,),..e-v-td cetA4._
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Student Instructiuns for Test& S, C and 7



j Instructions for class work

A. Carefully examine.the list of problems you made last
hour Then in the margin renumber the list so that
the Problem which seems to you most important is
numbered 1; the, next most important is numbered 2;
the third most important 3; etc. 5 minutes.

. Consider the short story again in terms of the
Problem you expl.OVed in the paragraph you wrote
last hour. List the ideas that come to mind as you
explore the story (i.e., observations about the .

sto y, not possible answers to the problem). Numbei-
eac observation. 20 minutes

'Hand in the folder, the instructions and)the list of obser-
vations before leaving.

4

Instructions for class work

. Last period you were given the following task:

Consider the short story again in terms of .the problem
you explaineokiin the.paragraph.you wrote last hour.
List the ideas that come to.mind as you think back over
the story (i.e., obyOrvations about the story, not
possible answers to the problem). Number each observation.

, The usefulness of such an'eXploration of the problematic data
depends heavily on your making a.arge number of observations.

However, most of you made relatively few Observations.

Hence, I.would like you to do the following:

Continue listing ideas that ccme to mind as you think
back over the story (i.e., observations about the
story, not possible answers to the problem). Number
each observation. 20 minutes.

\

Handin the.folder, the instructions and the list of
observations befOre leaving.
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Sorting Instructions for Test 5

a



INSTRUCTIONS .0

Consider the problem you explained in the paragraph you wrote
last hour.

I. Now listthe ideas that come to Mind as you ekplore the
problematic data (i.e.-, observations about the data, no..t_possible
answers to the problem).- .

II. Try:to keep tradk.of where you are in your exploration.
That is, be aware of the kinds of observations you have made,
and the general direction you want to go.

III. As you work, try also to become aware of any kind. of
.organizing scheme or-set of categories that you might beusing
that represent, in effect, a series-of different viewpoints.!
ou will prubably be making one or mere observatibns from.each

viewpoint. For example, you might realize that you halie been
Baking comments. about "the author's, purpose ih writing the poem"
or'"the different kinds of ima ery found in the poem," and have
made one or more observations hat -could be included under that

, 'heading% Or you might find th t you have been looking at things
from the standpoint of the-se3 ende of-events as they occur.
Here your category (or viewpoint) would be%something like

. "changes in a .character (or the direction of the poem, or the
poem's clarity. or interest) across-time" and the observations
would.deal with what happened first, second, etc.

In case you are still not sure w at a viewpoint" is, here1.1

aresome possible ones. (Don't feel you must use these--it is
better if you use ones you believe will be mot-useful): the
effects the author,is trying to achieve; the kinds of langUage*
usedby the author; the setting of the poem; changes,across
time in the character's or mood of the poem; aspects of the poem
that are similar (or dissim4a0 to other poems;.the author's,
philosophy of man; soures of conflict (or confusion, or beauty
or joy, etc.). in the.poem. And.so on.

Many imes we don't realize that se are actually using
differen ewpoints until after we have finished and look at
what we written down. So here is what:I wou],d like you to
do,' In on oluMn, an the attached sheet, write down your ob
servations. you are aware at the time Ofadoptirig a particular
viewpoint for t at observation, write it down in the second column,
alongside the observation.' Or if you prefer to write down the
obserliations as they occur-to you and. then gcy.back and identify
the viewpoint you were using for each' one, thatmis -OK too. When '
yoU finish, however, each observation should belldentified.as
representing some one of your viewpoints. The number ofiview-
points you adopt is up to youyou can make all'ypur observations
from one, or you can change as often as you wish.
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,IV. IMPORTANT: As you work, number each item (observation
or viewpoint), in ;t.hc order in which you write",ltdown. If you
write down a viewpoint litst,:.it would be "i14."., followed by 'a
seriqp of observations, be%inning with "2. Qn the othef hand,
if you write-down, fot example, four observations and then a
viewpoint, the observations 'iaill,be numbered "21" tq "4" and the
viewpoint "5". If you make` all. your obselvations.first, and
then go back and specify viewpoints, all of your.highest.

\ d -.a.
numbers will,be,viepoints. 'I ' ,

I



Name

Date

Obsdrvatj_op-about the poem Viewpoint

LS



INSTRUCTIONS

Last period you were asked to consider the poem in terms
of the problem you explained in the paragraph written pre,
viously and to make d series of observations about the problematic
data. You were also asked to identify what viewpoint you were
taking as you made each observation

The usefulness of such an exploration dep9 ds on your making
a variety of observatidns about the probleatIc data. A good
way to facilitate such variety is to work a while,,take aloreak,
and then come back for a fresh start. This\is what we are
doing now.

Therefor , I would like you to do the following: Continue
making observations about the problematic ,data and specifying
what viewpoint you are using, just as you were doing previously.
Try to pick up where you were when you stopped at the end of
the\\last period.

V
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INSTRUCTIONS TOR TEST 5

"Exploration of problematic data"

The basic problem is to identify which cell of the 9-cell
matrix is represented in a given observation. This is part
of the overall need to determine which students are, in fact,
using the heuristic model. It is suggested thattincriteria
be applied:

a./ The student conducts his exploration on the basis of
a single. unit of the problethatic data. He does not
change units of exploration unless he overtly, con-
sciously states he is so doing, and takes this step
on the basis of accumulated information:

. ID,. The student uses each matrix cell at least once in
his exploration, and tends, in general, to an equally
distributed use of all 9 cells.

Preparatory Steps

1. Most individual sentences will be scored-as single
observations.

C.

2. Assume that the Subject Phrase of the sentence (in
"standard" form) is the Topic: the Predicate Phrase/
the Comment.

A

3. Before doing any assignment to matrix cells, reduCe
pdch sentence to "standard" form--active declarative
with the Topic in subject position. Note the fol-
lowing examples:

"Why does a dog eat lizards, which always make him deathly
ill?" becomes in, ,standard form, "A dog-eats lizards, which
always make him deathly ill, (for some reason)"

4"Is there a basic truth obscured by these subterfuges?"-
becqmes "A basic truth is obscured by these subterfuges"

"Maybe through solving these, questions from back to front
.the,answer to what it is will be determined" in standai,d
form becomes "(Someone) will determine the answer to what
it is maybe through solving these questions from back
to front"



"It even costs money in taxes to have a personal com-
panion" becomes "To have a personal companion even costs
money in 'taxes"

4. Consider tne "Logical Subject" of the sentence to
be the sentence topic, in a broad general sense.
This includes everything preceding tine main verb,
when the sentence is in standard. form. Analogously
the main verb and everything following it will con-
stitute the Predicate. Note the examples:

The sentence "To me someone who dwells on distortion or
perversion whether it be mental or physical somehow
becomes distorted or perverse" is in standard form and
the entire sequence up to "...or physical..." is the
Logical Subject. Similarly, the sentience "Trying to make
sense out of something as disconnected and devoid of com-
mon sense as his performance is quite beyond my level of
tolerance" is in standard form, with the Logical Subject
extending from the beginning to "...his performance..."
and "Anyone who runs for public office becomes fair game
for slander" has, as Logical-Subject, "Anyone...office..."

I

Assignment of Statements to Matrix Cells

5. Use the full Logical Subject of the sentence to deter-
mine ROW; use the full Predicate to determine COLUMN
placement.

6. Place in the PARtICLE ROW, if the logical subject is
an individual, relatively stable unit. Examples:

"I thought about this story a great deal, and am still
puzzled by it" (the Logical Subject is "I"--hence belongs
in the Particle row)

"The earth revolver around the sun"

"New *I'ork is the :rgest city in the country"

"The most beautiful city in the country is believed to
be San Francisco" (Must be put in standard form--"C;omeone)
be:ieves SanFrancisco...etc."--and the understood "someone"
becomes the Logical Subject -- placing the sentence in the
Portiere row)

(a) If the neutral "it" is the standard form sentence
subjett followed by a copula, place in the
Particle row, e.g., "It eems that John won the
chess tournament," "It is OK with me for you
to go y"



7. Place in the WAVE ROW if, within the Logical Subject
itself, a changing state of some sort is repre-sented.
For example:

"The fact that he deposits the money every day at the
.,,.. same timed.s an important clue to his character" (here

there is a repeated action referred to in the Laical
Subject)

"His rambling diatribe soon, became a bore" (but not "His
ong diatribe...")

"Her efforts to achieve an inner tranquillity were im-
pr&ssive"

"The poet's changing viewpoint from first to third stanza
puzzles me"

(a) A Logical Subject which is in the form of a
"verbalization" of some sort (infinitive or
gerundive phrase or.clause) is placed in the
Wave row, e.g.,

"Trying to make sense out of something as disconnected
and devoid of common sense as his performance is, quite
beyond my level of tolerance"

"To turn right or left are the only choices we'have"

8. Logical Subjects identifying multi- component sets of
entities in some kind of relationship are placed in
the FIELD ROW. For example:

"The writer's control of his craft could be better"

"The distance between Los Angeles and San Francisco is
400 miles"

"The most powerful branch of the government is the execu-
tive"

"Governmental bureaucracies-Sellbm function efficiently",

(a) Plural Logical Subjects are placed in the Field
Row, e.g.,

"Many people:simply wouldn't notice the change"

"This,subject matter and this mode of presentation seem in-
congruous to me"



9. At this point, assignments to a POW should be com-
plete. Begin Column assignment by testing the
Predicate Phrase for the DISTRIBUTION COLUMN.first.
If either the main verb or. any dependent or embedded
Noun Phrase or Clause in the Predicate relates the
Logical Subject to a larger context, classification
scheme, temporal or spatial sequence, place in the
DISTRIBUTION COLUMN. Examples:

"The idea I mentioned above is the most inter4sti.7g"
(here the relation is a comparison being made between
the Logical Subject and some (unspecifiec) tet of com-
parable entities)

"It would be bloodier than "The Godfather"

"Where does this story take place?" (Put in standard
form, "7 is story takes place (in some place)" relates
an acti n to a spatial setting.) .

"George '5 reference to 'the young sun' creates an antici-
pation of what is to come"

"The poem might be-considered an excellent example of
Victorian romantic fantasy" (In standard form "(Someone)
might consider...". The predicate now represents an
assignment to a distribution.)

10. If criteria for the Distribution column are not met,
next test for inclusion in the VARIATION COLUMN.
Place in the Variation column, if a "change of state"
is signalled anywhere in'the Predicate--either in
the verb, a noun phrase object, or a dependent or
embedded clause. Some examples follow:

"Some parts of the poem don't make sense to me" ("make
sense" is considered to be an activity of some sort)

"I reccknize a recurrent motif in his stories"

"I have a hard time playing bridge for very long"

"The do .r. is the idea around which the whole story revolves"

"I lost interest" (if the sentence were "I lost interest,
at that point", it would meet the criterion for placement
in the Distribution column, because it identifies when, in
an ongoing sequence, someting happened)

"How do I know who built uom?" (in the simplest standard
form, "I know who built whom (in some way)" One entity
building another is a change of state)



"he doe:,,n't Want to accept the responsibility for the
failure".

11. Lastly, consider the Predicate for inclusion in the
COLUn. :f the it does not meet the

criteria for Distribution or Variation columns, place
the item in thz. Ccntrast column, if the Predicate
represents a "steady or continuing state." For
example; "ie hAn an understanding of an;:r1s." "he
i5 a wise man" "The company knows a great deal about
stocks" "John thinks of Francis as a buffoon"

(a) 'driers the main verb is a copula, place in the
Contrast column. 1:ut note that items that meet
Distribution or Variation column criteria will
.nave been placed. L. g., "He is the leader of
tne senate doves" (Distribution); or "He is one
of those arguing for immediate withdrawal"
(Variation)

(b) In the absence of a main. verb (a sentence frag-
ment), assume a_etpula, and place in the Contrast
column.

General "special" rules

12. In compound and tomplex sentences, if the Logical
Subjects on both sides of the conjunction are the same
and successive components (sentences or clauses) on
the two fides of the conjunction w d be placed in-
dependently in exactly the same ell, sore as one
unit; but if

(a) the Logical subject changes OP

(b) the sentences (clauses) wculd not be scored in1-
de2endently in the same cell, count and score
as two separate tinits. Examples:

"I thought about this story and tried several ways to
figure it out" (same Logical. Subject and same assignment
to cell--Particle-Variation--hence one unit)

"I tnought about this story a.'d the damn thing is still
incomprehensible to me" (different Logical Subjects- -
hence two units--the first Particle-Variation, the second.
Particle-Contrast)

"I think my first idea was the best; however, I am not
very objective in this" (same Logical Subject, but first
clause is Particle-Variation and the second is Particle-
Contrasthence two units)



13. Two ogether on a cardwhere one is a
paraphrase o the other- -count as or scoring unit.
Example:

"What is it all about?" "WhAr does it mean?"

14. A sentence with a pronoun as the given subject takes
the pronoun's referent as Logical Subject. (Where
'the pronoun's referent is afl entire preceding sentence,
place in Field row.)

Some Examples of Placement

1. "It woulc be funnier than 'The Pink"Ranther' and I'm ex-
cited about it, even though I don't usually like that sort of
thing"

This is a complex sentence, so changing to standard form
may result in onf, two or three units, because of the connec-
tives "and" and "even though." Applying Rule 14 to the first
clause gives "(Sont motion picture) would be funnier than "The
Pink Panther..." Ln standard form. The second clause "...I'm
excited about it..." is already in standard fora:-. The third
clause in standard form would be "...I usually don't like that
sort of thing." The Logical Subject of the first clause is
different from those of the other two, so it constitutes a
separate unit. Rule 6 says it belongs in the Particle Row;
Rule 9 places it in the Distribution Column.

"...I'm excited about it... "1 the seccnd clause, belongs
in the Particle Row (Rule 6) and the Variation Column (Rule 10)
.because being excited is not a steady state but an evanescent
one.

The third clause "...I usually don't like that sort of
thing" shares Logical Subject with clause #2, hence is in the
rarticle Row. However, the pnrase "...usually don't like" repre-
sents a steady or continuing, rather than a cnanging, state,
nence is placed in the Contrast Column (Rules 10 and 11).

Summary: the sentence as originally given is scored as
3 unitsParticle-Distribution, Particle-Variation, and
Particle-Contrast.

2. "How many people?"

This is a fragment, so we must supply a copula (Rule 11 (b))
Changing to standard form gives "Many people (are) (some number)"
Since the Logical Subject is plural, Rule 8 (a) assigns the
sentence to the Field Row; Rule 11 (b) places it in the Contrast
Column.



3. "Is there some special meaning implied by this choice of
words and this rhythm?" \

.

Reduction to standard\\form gives "This choice of words
end this rhythm imply some Special meaning"

\ '

The plural subject placeS\the sentence in the Field Row
(Rule 8 (a) ); the Word "imply refers to a logical result that

\I\always holds, given a set of an ecedent conditions - -hence the
choice is the Contrast Column (R le 11).

4. "Perhaps by identifying the principal compownts of an'
epic poem, and then comparing them frith this poee;.an overall
pattern may begin to appear."

In standard form, we have "An overall pattern may begin
to appear, perhaps by identifying the principal components of
an epic poem, and then comparing them with this poem"

The term "...pattern..." meets the requirements for
Rule 8--so we place, the sentence in the Field Row. "Beginning
to appear" by some method or other is a matter of change of
state, but it is also the result of comparison with a model or

'paradigm of some sort. Application of Rule 9 comes before
,Rule 10, so' we assign the sentence to the Distribution Column.



4-

APPENDIX 0

Sorting Instructions for Tests 6 and 7



TESTS 6 and 7

INSTRUCTIONS

You will be given a stack of 3 x 5 cards, each with a' state-
ment on it Your task will be to sort the cards into piles so
that all the cards that spate the F4me general topic or idea
will be in the same pile. As an example of what is wanted,
suppose you had fbur cards on which wsre the following statements:

1. This robot is extremely unusual.
2. The story is a,modern satire.
3. It is difficult to determine exactly when the-story

. takes place.
4. The robot is the strangest piece of machinery I ever

read about.

It would be reasonable,to group these four statements into three
piles: 1 and 4, 2, 3. Statemehts 1 and 4 are grouped together
becaus they both say something about the unusual properties of
the ro6ot.

Now to give you a better idea of how to go about the task,
pickup Practice Deck #1. Note the numbers in the lower right-
hand corner--the first three digits are the code number, the
rest are the card number. Find cards 009-8, and -10 and
place them in one pileT-let's assign it the'letter "A". These
three cards were assigned to the same pile because they share
the notion that the person is extremely subservient to the
government.' Read the cards carefully so you can ,see why they
were grouped this way.

Now find card =s -1 and -13 and put them into a second pile-
we can call it "B". I put these two cards together because
both refer to the kind of person "he" is. /

Next put cards -3, 74, and -11 into a third pile (C). _These
three seem to belong together because all deal with financi41
chargeS--in 'the form of taxes--the government levies on the
person..

Put cards -6 and -7 in pile D, because they both are con-
cerned with "complacency".

-Put.card -12 in pale E, which is concerned with the nature
of the monster.

Code Pile Card(s) , Common topic or idea

009 A 8,9,10 Extremely subservient to gov rnment

B . 1,13 Kind of person "he" is

C 3,4,11 Taxes by the government

D 6,7 Complacency

E 12 The nature of the flonster



The7form above shows all the results of the sorting far.
Note that cards 2, and 5 ate not yet assigned to any le.
You decide where they should go'. You may add:them eparatetY
or together to any of the previously established piles; you
may,put themitogether to form a new pile; or -you may consider
each of them a separate one -item pile.

Go ahead and assign 2,. aand 5 as -you think .proper. 4ken you
have done this and entered your judgment in the form abo
turn to the next page,



°I assigned card 2 to pile E, because Pt.dealt...with,the nature
of the-monster, as does card'12; and card 5 to pile F (a new
because it speaks of concealing the monster, a different idea
from any of the others.

Your 'ud'Ment does not have to a ree with,mine. Just be sure
you have a gooa reason for doing w at you did, and-that- you
entered the common topic, in the appropriate place,- if you
started any new piles.

Now take Practice Deck #2 and do the entire sorting task ox
your own. First group all the cards that_ you think be.ong in
the samepile together, making as manypiles as you wish._ Then
assign a letter to each. pile, and record the code, number, pile .

designation (A-Z), card numbers and the common topic in the
appropriate places on the form below. After you .have done this,
turn to the next pane and compare your TOTTIng with nine.
Again, it'is not necessarythat they agree, but you should try
to use the same kind of basis for sorting as I did.

;When you havefinished this practice deck, you may work
straight through, sorting the stacks of cards', ,one stack at a
time, and recording th4 resultsof the sorting .5)f each stack
on a.separate,form.

Code Pile Card(s),

Name

Date

mmon TbpiC or Idea

Iva ars=gcr...



Code'

015

Pile

A

C

D

F.

J

Card(s) Common Topic or Idea

17

14,16

.6,13,15,19,21

11,12-

10

9

7,-8

20

1,3,15,18.

2' 4

Question of relationships

Goal of the Message

Meaning of the message

Motivation of the message

(.rocati'on of the action

Definition of the action

Numbers of people

A strategy or investigation

,Withdrawal from the problem

Struggles. with the problem
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TESTS 8 and 9

Part I: Grammar-7Explanaton'of Symbols

Between the'lines of each ..
1
.).aperf mark the grammatical errors

listed below using the symbols provided. Use only he symbols on
the list.H

Mark only errors; do not mark forms which dr grammatical
but less desirable: :e.g., In "the good, the true, and the
beaatiful" a comma usually precedes the conjunction but it is
not obligatory. Judgment is usually spelled without an'"e",
between the "g" and "m but an "e' there is not an error.

When in doubt consult Webster's New Internationvgl, Third
Edition or Roberts' English Sentences.

4

* *

agr Error in agreement between subject and verb.

apoS Error in use of apostroph&:- mark both error in use and
failure to use wren required.

art Error in use Of definite and indefinite articles: mark
both error in use'and-failure to use when required. .

C
4

cap. Error in capitalization: mark both error in use and '

failure to use where needed.

comp Error in compal-ison: mark. items not logically comparable..
-E.g.

comp`
"His eyes are bluer than .3.1-1n."..]

mod Error in modification, the so-called "dangling" modifier:
mark verbal phrases and elliptical phrases and clauses
which modify the wrong ward or whdch modify ambiguously.
E.g.,

ync.A

[Taking our seats, the game] started.
4

IM VU

To write well, good books] must be read.

rnca
[When a, teenagei, my father] took me to Denver.

Error in parallel construction.

pred. Error in predication: 'mark constructions in which the
predicate does not relate graMmatically to the subject.

pred
L"His chief reason for worry about his son
feared that he would fail in-school."]



fray Error in use of sentence fragment: mark only inappropriate
use of fragments. Do not markappropriate uses, as in
colloquial style, dialogue, and emphatic constructions.

p Etror in punctuation: mark both error in use and
failure'to use pdhotuation where needed.

ref Error in4 pronoun'refei.ence: mark lack of agreement in
number or gender betWeen noun and pronoun.(demonstrative,
possessive, personal, relative) and abstnce of antecedent.
(Treat ambiguity in.reference as a stylistic error.)'

sp Error in spelling: British spellings and unconventional
, variants are Acceptable if listed in We,bosPter's Third.
Consider faulty syllabification a spelling error.

wf Error in form of. the word: 'mark errors in word form..
E.g., mark the use'of adjectival form where adverbial
form is required; the wrong form or tense of Uwe verb,
etc.:

He read thq book, _quick.j

1 .04
4 It would be jinterestedJ to study that book.

ErrOin meaning of the word: mark only words which do
not mean what the context calls for. Do not use."ww"
for. words which have the proper referent but which are
inconsistent with the stylistic level ortone of the
passage; which are vague, imprecise, trite, etc.; these
problems should be dealt with as stylistic faults.
Malapropisms should be marked "ww" as should other words
whose meanings ipve no relation to the context.

.k,



Part II: Style-Explanation of Symbols

3etween the lines of each paper, mark the stylistic faults.
using brackets and the Symbols provided.

approp(aud) Statement inappropriate to the age social position,
education, etc. of this audience. Mark construc-
tions which, though-appropriate to some audiences,
are inappropriate to a-group of English teachers- -
e.g.', technical terms_not likely to be known by th .

those. with a background in English, teenage slang,
refernces to unfamiliar things and events, etc.

approp(verbal) Choice of words inappropriate to the verbal context,
i.e., to the stylistic ?level, tone of.subject. (Do
not mark function inconsistencies--i.e., humorous,
ironic, etc.) E.g.,

Analysis of the principal obsacles'to harmony
in the United Nations reveals that Russia and

aeprep Eder
her-satellites refuse to [play ballj with the
rest of the wor.',d.

It seemed to Juliet, as she gazes down f4om the
balcony, that Romeo's face was as white

al)pr-cp (uerI))

c-as cottage cheese.]

approp(writ) Statement inappropriate to, the writer's age, social
position, education, etc.--i.e., condescending
statements, statements which imply more expertise
or authority than the student can possibly have
etc. E.g,,

affrcp6.,..:rA) f.

I applaud President Nixon for finally seeing
that]....

cl Lack of clarity: mark words and constructions
which are forsome reason unclear. E.g.,

c
The British say that they are icuttinglIRA
op'erations.] (Ambiguous--1-severing operations
of the IRA? reducing British Operations?
terminating British operations?)

cl

H-e looked hard. j "-(Ambiguous - -he appeared hard?
obked.carefully?):

c

, "The Japanese people have been aware
l

of the whale
p roblem only'n recent years; and Mexico has
been in the forefront of efforts to save'tHe
whale, providing a natural sanctuary for them
in the warm waters of the co t.3 (Unclear,
because,of failure to show lationship of
clauses by subordination or exical relators.)



,1

Do you like ;_old music?' (Unclear because word is not
specific--classical 'music? popular music of the 19th
.century? etc.)

\The nature and methods of an architectoni pro ctive
are and the technical languages -ri which a
sciences are classified, like many of the proce es
of inquiry and analysis and much of the techni
language of distinction and systematization i th
West,] can be clarified by going bapk to thezbegi nin s
made in the distinctions and analyses of Aristotle

. (Unclear because of excessive complexity in the noAn
phrase.)

econ Lack of economy: cross out all words and constructions
which do not add meaning, or increase effeCtiveness. E/.g

--114- a recent poll it-was revealed....

The final conclusion of the workshop....

fig Faulty use of figure of speech. E.g.,

Liquitex glazes can be rubbed in with the fingers.

LOn the dthe)r handjunwanted color can be wiped off.
o

Imprecise choice of words: mark inaccurate words. (Do
not use "imp" to mark words...,which are unclear or which
have a different meaning than the context demands.) E.g.,

"Subpoena" is co using LpoeA.J
At the gates o scow Napoleon halted, expecting

AM?
to be met by a delegation of [Boyars.] (Boyars were
members of the Russian aristocracy, but the last of
the Boyars died in 1750.)

sic Inaccurate quotation

syn k syntax: mark constructions which are clumsy .(inter-
ru ed excessively, etc.) ox so simple that they create the
)aff ct of primer prose, .(Do not use "syn" to mark con-
str ctiOns which are grammatically wrong or unclear.) E.g.,

sly-)

[But. I, a$ soon as he-had told me (for Cleon came both
begging and jnsisting), set out accompanied by them.]

SLI

[Cleon came begging and insisting. 1.Arid when he told
me; I set oUt. They accompanied me.

trite Trite expression or cliche. E.g.,

In violating the terms of the contract, ie's

playing with firerj



QUESTIONNAIRE FOR TESTS 8 AND 9

7'

Judge's name

.Date

The number from the top,
right-hand-corner of essay

After you have-finished yOur marginal-notations on the Grammar and
Style of each essay, answer the following questions:

On the problem statement:

1. Is a problem&tic situation stated? Ayes, no]
If "yeS," underline and label it in the .gin with "(P-S)."

2. Is a question (or statement.of'something to be discovered)
posed? [yet, no]
If "yeS," underline and label it in the margin.

3. Is the question (or statement) an unknown? [yes, no]
If "not," is it a hypothesis phrased as a question? [yes, -no]

or4. If the questicifi is answered will it eliminate or "reduce"
the problematic situation? [yes, no]

On the hypothesis and supporting evidence

1. Is a hypothesis stated? [yes, no]
-If so, underline it and label it in the margin.

2. If no hypothesis is stated explicitly, is one readily
deducible from the argument? [yes, no]

3. Is the hypothesis n answer to the question posed in the
_ problem stateme [yes; no]

4. How many diff= ent kinds'of evidence does the writer provide
as support of his hypothesis? [Number each kind. in the margin
as it is intr uced: e.g., a quote from the text followed
by a reference personal experience would be numbered 1 arid 2.]

.

5. Is each kind of evidence relevant? [List here'the numbers
(see 4 above) of those kinds not relevanti-----

6. Is the evidence provided sufficient to make the hypothes
credible to you? [yes, no]

7. . Is there any aspect of the story which the hypothesis does °

not account for or is not consistent with?' .[yes, no]

8. Is. the possibility of alternative hypotheses recognized by
the writer does he state that ctther hypotheses are
possible)? [yes, no]



9. Does he state an alternative hypothesis? [yes, no]

a. If "yes," does he explain whyithe alternative:is less
reasonable? [yes, no]

1. .If "yes," is the explanation credible to yOu? [yes,
no]

10. If no hypoth is iS developed, oes the writer indicate that
he is reporting-on an earlier stag of the process of inquiry
(e.g., the problem, exploration of the problematic data,
considering)? [yes, no]

On the structure of the essay

1. Is there a clear orgfanizational principle (i.e., are the
various parts of the essay organized in such away so that
you always know at what stage of the argument you are as
you .read)? [yes, no]

Over-all impression of the essay

You have read the assignment for the paper, and-youhave read
t paper for its grammatical, stSrlistic, organizational, and

'.,logical features. Now give your over-all impressial of its
acceptability.by circling a number on the 10-point scale below.
If it helpS you,to assign a number, think of 10 as a high A and
4 as a low A; 8 as a high B and 7 as a. low B, and so on down the
scale.

unacceptable

2

c-

4 5

0

7

acceptable

9 10



SUPPLEMENTARY INSTRUCTIONS
FOR "QUESTIONNAIRE FOR TESTS 8 AND 9"

Change Part 13, iterts-4-( to read:

4. How many different reasons dces the writer provide as
support for his hypothesis? (Number each reason in the
margin as it is introduced.)

5. Is each reason releyant to the hypothesis? [List here
the numbers (see 4 Above) of the reasons not relevant:

3

6. Are the reasons provided sufficient to make the hypothesis
credible to you? (Yes, no)

One way of isolating the different reasons provided as support
for the hypothesis is to summarize the argument in your mind using
the following pattern:

The writer argues that [state hypothesis) is true for
these reasons: 1, 2, 3, ...

For example, consider this made-up summary of an argument about
"A Film ",

The writer argues that the story satirizes a particular
kind of mind, one which has lost the ability to distinguish
life and art.

lie gives these reasons for believing this hypothesis:

1. Descriptions of "real-world" events in the story__
are repeatedly distorted by puns, grotesque elabora-
tions, etc. For example, ...

2. Events in the real world and events in the film being
made interpenetrate constantly in the narrator's ( .

account, so that one never knows for sure what is
staged for the film and what is happening "off stAge."
For example, ...

3. The narrator remarks that his film does not contain
"truth," that he had simply forgotten about it in con-
templating the triumphs of his life as a film maker.

4. Literary history lends support for the hypothesis,
since, there is a long history of works satirizing
T.1 A who have lost their intellectual and moral
balance. For example, ETC.

Notice that the reasons are numbered but not the evidence used to
su or t the reasons in icated above b or exam. e In each
case .

f
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Faculty and Cou!'se Evaluation

--N

L

c



F
A
C
a
.
T
Y
'
A
N
D
 
C
O
U
R
0
 
E
V
A
L
7
2
A
T
I
O
N

C
o
u
r
s
e

u
r
7
1
1
-
_
,
e
r

S
t
r
o
n
g
l
y

T
E
A
C
I
I
R
 
F
:
A
L
7
3
A
T
I
C
N

A
g
r
e
e

101
S
e
c
t
i
o
n
 
N
u
r
i
b
e
r

S
t
r
o
n
g
l
y

D
i
s
a
g
r
e
e
 
A
p
p
l
i
c
a
b
l
e

N
o
t

1
.

7
:
-
.
e
 
i
n
s
t
r
.
.
x
t
c
r
 
w
a
s
 
a
n
 
e
f
f
e
c
t
i
v
e
 
t
e
a
c
h
A
r
.

1
2

3
4

5
6

2
.

s
e
c
e
e
:
d
 
p
r
e
p
a
r
e
d
 
a
n
d
 
o
r
[
:
e
n
i
z
e
d
 
f
o
r
 
e
a
c
h
'
 
c
l
a
s
s
.

1
2

3
4

5
66

3
.

1
:
,
,
,
 
e
r
n
e
r
a
t
e
d
 
a
n
d
 
h
e
l
d
 
y
o
u
r
 
i
n
t
e
r
e
s
t
 
i
n
 
t
h
e
 
s
u
b
j
e
c
t
 
m
a
t
t
e
r
.

1
2

3
4

5
6

h
.

H
e

s`-
c
o
e
d
 
a
 
t
h
o
r
o
u
g
h
 
k
n
o
w
l
e
d
g
e
 
o
f
 
t
h
e
 
s
u
b
j
e
c
t
 
n
a
t
t
e
r
.

1
2

3
4

5
6

5
.

1
:
e
 
w
a
 
s
e
n
s
i
t
i
v
e
 
t
o
 
t
h
e
 
l
e
v
e
l
 
o
f
 
s
t
u
d
e
n
t
 
c
o
n
p
r
e
h
e
n
s
i
o
n
.

1
2

3
4

5
6

I
.
.

!
(
:
 
,
.
.
n
a
c
.
u
r
:
'
.
c
e
d
 
a
.
,
.
e
r
,
t
i
o
n
s
 
a
n
A
 
J
i
s
c
u
s
s
i
o
n
 
i
n
 
t
h
e
 
c
l
e
s
s
r
c
o
n
.

1
2

3
4

5
6

7
.

:
:
e
 
:
.
.
7
:
:
e
r
e
'

u
e
s
t
i
o
n
s
 
o
c
-
p
l
c
t
o
l
y
 
3
r
.
:
 
c
i
c
a
r
l
v
.

1
2

3
r
;

.
.

Y
A
7
 
r
:
,
!
c
s
 
h
i
:

e
l
f
 
e
v
e
i
l
z
t
l
e
 
f
o
r
 
e
t
u
!
_
e
n
t
 
e
i
e
e
u
e
s
i
o
n
 
o

'
 
e
c
.
t
h
e
 
c
l
a
s
s
r
o
o
m
.

1
2

3
!

5
9.

:',,
i
z
t
 
e
n
c
u
7
n
 
l
c
-
A
d
e
 
i
n
l
'
o
r
n
A
i
o
n
 
o
n
 
t
h
e
 
h
o
a
r
d
.

1
2
-

3
4

5
6

v
.
 
E
e
 
c
c
e
l
d
 
'
,
:
e

-
.
.
c
a
r
d
 
a
n
d
 
c
i
c
a
r
l
y
 
-
n
d
e
r
s
t
o
o
d
.

1
2

3
4

$
6

1
1
.
 
I
:
P
 
,
a
.
:
e
 
F
m
:
-
)
e
r
 
a
d
v
a
n
c
e
 
n
o
t
i
7
e
 
o
f
 
e
x
a
m
`
.
?
,
 
h
o
n
e
 
p
r
o

e
n
s
,
 
a
n
d
 
q
u
i
z
z
e
s
.

1
2

3
4

5
6

1
2
.
 
l
i
e
 
c
l
e
a
r
l
y
 
,
e
f
i
n
e
d
 
t
h
e
 
g
r
a
d
i
n
e
 
e
.
s
t
e
m
 
a
t

'
-
'

n
n
i
r
.
g
 
o
f
 
t
h
e
 
t
e
r
m
.

1
2

3
h

5
6

1
-
:
;
.

:
:
i
s
 
,
:
n
a
_
i
i
r
-

:
:
-
s
t
e
p
 
c
e
e
m
e
 
f
a
i
r
 
a
n

c
o
h
e

1
2

3
1
4

5
6

3
c
.
:
-
2
1
 
1
-
,
v
A
L
L
,
t
,
I
C
N

1
:
.
.
 
.
:
,
!
 
,
.
,
.
,
_
-
r
.
1
1
 
(
,
:
l
a
l
i
t
y
 
o
f
 
t
h
e
 
c
e
u
r
n
e

e
 
!
7
'
,
O
d
A

1
2

3
14

5
6

1
.
.
.
.
 
T
h
e
 
c
a
;
:
l
o
g
 
d
e
s
c
r
i
p
t
i
o
r
t
-
-
e
-
i
'
t
h
e
 
c
o
 
r
s
e
 
i
s
 
a
d
e
q
u
a
t
e
.

1
2

3
4

5
6

I
t
.
 
T
h
e
 
F
r
e
r
e
q
u
i
s
i
t
e
s
 
f
o
r
 
t
h
i
s
 
c
o
w
s

g
i
v
e
 
a
d
e
e
u
a
t
e
 
p
r
e
p
a
r
a
t
i
o
n
.

1
9
/

2
3

4
5

6
.

1
7
.
 
M
.
,
.
1
 
c
o
u
r
s
e
 
c
o
p
s
 
n
o
t
 
s
i
.
r
.
F
i
c
a
n
'
Y
r
f
 
d
u
p
l
i
c
a
t
e
 
t
h
e
 
:
a
e
r
i
a
l
 
y
o
u
 
h
a
v
e
 
c
o
v
e
r
e
d
 
i
n
 
o
t
h
e
r

c
o
u
r
s
p
s
.

.
1

2
3

4
5

6
l
h
.
 
T
e
e
 
m
a
t
e
r
i
a
l
 
p
r
e
s
e
n
t
e
d
 
i
n
 
1
,
 
t
u
r
e
 
w
a
s
 
a
d
c
?
y
d
t
e
l
y
 
c
o
v
e
r
e
d
 
i
n
 
t
i
m
e
 
a
v
a
i
l
a
b
l
e
.

1
2
 
,

.
3
 
-
-
-
-
1

.
-
-
-
5
-

6
1
9
.

,
I
l
e
 
c
o
u
r
s
e
 
r
e
e
e
i
r
e
d
 
(
1
)
 
m
u
c

m
o
r
e
 
(
2
)
 
m
o
r
e
 
(
3
)
 
a
v
e
r
a
g
e
 
(
4
)
 
l
e
s
s
 
t
h
a
n
 
(
5
)
 
m
u
c
h

.

l
e
s
s
 
t
i
r
e
 
t
h
a
n
 
v
a
s
 
r
e
n
r
i
r
e
d
 
f
o
r
 
o
t
h
e
r
 
c
o
u
r
s
e
s
 
o
f
 
t
h
e
 
s
a
n
e
 
c
r
e
d
i
t
.

1
2

3
1
4

5

2
0
.
 
T
h
e
 
c
o
u
r
s
e
 
h
a
d
 
a
r
p
r
o
p
r
i
a
t
e
 
c
o
n
t
i
n
u
i
t
y
,
 
n
c
t
 
s
.
,
c
i
p
p
i
n
j
 
u
n
r
e
l
a
t
e
d
l
y
 
f
r
c
e
m
 
p
l
a
c
e
 
t
o
 
p
l
a
c
e
.
1

2
3

4
5

2
1
.
 
T
h
e
 
t
e
e
t
 
i
e
.
 
r
e
l
e
v
a
n
t
 
t
o
 
e
n
d
e
r
e
t
a
n
d
i
n
e
 
t
h
e
 
c
o
u
r
s
e
 
m
a
t
e
r
i
e
l
.

1

'
e
2
.
 
h
e
 
e
x
n
 
a
n
d
 
q
u
i
:
 
e
u
e
s
t
i
c
n
s
 
w
e
r
e
 
a

c
o
d
 
t
e
s
t
 
o
f
 
t
h
e
 
s
t
u
d
e
n
t
s
'
 
u
n
.
.
l
e
r
s
t
a
n
d
i
n
g
 
o
f
 
t
h
e

2
3

:
,

5
6

m
a
t
e
r
i
a
l
.

1
2

3
1
4

5
6

2
3
.
 
m
e
 
a
c
n
e
 
a
n
s
i
g
n
m
e
n
t
s
 
w
e
r
e
 
b
e
n
e
f
i
c
i
a
l
.

1
2

3
1
4

5
6

A
7
D
I
T
I
U
N
A
L
'
E
V
A
L
U
W
I
I
O
N

2
1
4
.
 
T
h
e
 
i
n
s
t
r
u
c
t
o
r
 
s
h
a
r
e
d
 
r
e
s
p
o
n
s
i
b
i
l
i
t
y
 
w
i
t
h
 
t
h
e
 
s
t
u
d
e
n
t
s
 
f
o
r
 
t
h
e
 
c
o
n
d
u
c
t
 
o
f
 
t
h
e
 
c
l
a
s
s
.
 
1

2
3

h
5

6
2
5
.
 
T
h
e
 
c
o
u
r
s
e
 
o
f
f
e
r
e
d
 
a
d
e
q
u
a
t
e
 
o
p
p
o
r
t
u
n
i
t
y
 
t
o
 
p
u
r
s
u
e
 
y
o
u
r
 
o
w
n
 
i
n
t
e
r
e
s
t
s
 
a
n
d
 
p
r
o
b
l
e
m
s
.

I
2

3
4

5
6

2
6
.
 
W
h
a
t
 
y
o
u
 
l
e
a
r
n
e
d
 
i
n
 
t
h
e
 
c
o
u
r
s
e
 
i
s
 
l
i
k
e
l
y
 
t
o
 
t
o
 
v
a
l
u
a
b
l
e
 
i
n
 
m
a
n
y
 
a
r
e
a
s
 
o
f
 
y
o
u
r
 
l
i
f
e
.
 
1

2
7
.
 
T
h
e
 
c
o
u
r
s
e
 
m
a
d
e
 
i
t
e
n
s
i
e
r
 
f
o
r
 
y
o
u
 
t
o
 
r
e
c
o
g
n
i
z
e
 
a
n
d
 
a
d
m
i
t
 
i
t
 
w
h
e
n
 
y
o
u
 
r
a
n
 
i
n
t
o
 
s
o
n
e
-

:
,

2
3

4
5

6

t
h
i
n
g
 
y
o
u
 
d
i
d
 
n
o
t
 
u
n
d
e
r
s
t
a
n
d
.

1
2

3
h

5
6

2
8
.
 
I
n
c
 
c
o
u
r
s
e
 
m
a
d
e
 
y
o
u
 
m
o
r
e
 
W
i
l
l
i
n
g
,
 
t
o
 
p
u
r
s
u
e
 
p
r
o
b
l
e
m
s
 
w
h
i
c
h
 
i
n
t
e
r
e
s
t
 
o
r
 
t
r
o
u
b
l
e
 
y
o
u
.

1
2

3
4

5
6

2
9
.
 
T
h
e
 
c
o
u
r
s
e
 
m
a
d
e
 
y
o
u
 
m
o
r
e
 
i
n
t
e
r
e
s
t
e
d
 
i
n
 
p
u
r
s
u
i
n
g
 
p
r
o
L
l
e
n
s
 
w
h
i
c
h
 
i
n
t
e
r
e
s
t
 
o
r
 
t
r
o
u
b
l
e

y
o
u
.

1
2

3
4

5
6

3
0
.
 
T
h
e
 
c
o
u
r
s
e
 
i
n
c
r
e
a
s
e
d
 
y
o
u
r
 
a
b
i
l
i
t
y
 
t
o
 
d
e
a
l
 
w
i
t
h
 
p
r
o
b
l
e
m
s
 
w
h
i
c
h
 
i
n
t
e
r
e
s
t
o
r
t
r
o
u
b
l
e
 
y
o
u
.
1

2
3

i
l

5
6

3
1
.
 
T
e
 
c
o
u
r
s
e
 
h
a
s
 
l
e
d
 
y
o
u
 
t
o
 
q
u
e
s
t
i
o
n
 
t
h
e
 
a
d
e
q
u
a
c
y
 
o
f
 
y
o
u
r
 
k
n
o
e
l
e
d
g
e
 
o
f
 
t
h
e
 
w
o
r
l
d
.

1
2

3
4

5
6

:
'
,
:
.
 
Y
o
u
r
 
p
e
r
f
o
r
m
a
n
c
e
 
a
s
 
a
 
s
t
u
d
e
n
t
 
i
n
 
t
h
e
 
c
o
u
r
s
e
 
w
a
s
 
e
x
c
e
l
l
e
n
t
.

1
2

3
4

5
6

3
3
.
 
T
h
i
s
 
e
v
a
l
u
a
t
i
o
n
 
a
d
e
q
u
a
t
e
l
y
 
e
v
a
l
u
a
t
e
s
 
t
h
e
 
c
o
u
r
s
e
 
a
n
d
 
t
h
e
 
i
n
s
t
r
u
c
t
o
r
.

1
2

3
4

5
6

f-



VLRA4;nENi

OPE::-END
CO'LY.SE

SECTION

Please feel free to mal'.e any appropriat;.1 cor7c,nts, relevant to imilroving the course.

The followtn;; topics are only as guides to erganie your ell4u:',hts in the short
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"The Heavy Bear Who Goes With Me," a poem by ,Delmore Schwartz,
metaphorically connects an individual's personality and subconscious
with certain animal Characteristics. The bear metaphor, however,
is rather difficult to understand...This paper is an inquiry'into the
question, what does the bear represent?....I will examine this meta-
phor'from three different perspectives: as a static, well defined
entity or Tarticle; as a dynamic process or wave; and as a system
and a part of a system. From each of these perspectives, I wantto
explore the unit's contrastive features, variations, and-distribUtion.
This procedure is designed to expose fresh data about the bear meta-
prior and stimulate hypotheses and questions...

-T

1. How does this unit, viewed as a particle, contrast with similav
units?

This unit is different from other metaphors because is
about...a bear. A bear. has certain distinguishing characteristics:
bulk, A large appetite and special craving for sweets, an indifferent,
steady temperament but one which can be aroused to great heights of
anger, a need for long periods, of sleep, and a quiet power.

,The heavy bear is different, though, than other bears. He
desires "a manifold honey to smear his face." This is a clue that
the heavy bear does not-represent a simple emotion or desire. Ap-
pal'ently he has many hungers. The heavy bear can also think or,
dream. ThroughInach of the description he is seen as stupid. But
he can long for sweetness and tremble at the inevitability of the
future. The bear is aware of his desires and fears.

2. How does t:!lis unit, viewed as a particle, vary?

The heavy bear's behavior or state varies considerably in the
pbem. First,he is lumbering here and there, a hungry beating brute.
He is,a picture of hostility and physical activity. But-he is also
pictured as a whimpering baby. He howls in his sleep for suga
as a baby for his bottle. The heavy bear trembles at the uncertai
of the future. Thirdly, the bear is pictured as neither a brute nor
a babe, but as a creature which follows his master about. The bear
is not simple in his behavior. He varies to extremes.

3. Where is this unit, viewed as a particle, Zocated in temporal,
tpatial, and,glass distri,butions?

The heavy bear has "followed me since the black womb held'." It
represents not a new emotion or desire, but one which has been with.
the man since his birth. The heavy bear is natural, an instinct or

,desire present at birth. Nowhere does the poem say that the bear
has grown with experience or time or learning.
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There are a'"hundred milliam of his kind,, The scrimmage of
appetite everywhere." The heavy bear is not unique to this man.
All of us have heavy bears. And our heavy bears are inconstant
combat with each other. The bear "boxes his brother in the hate-
filled city."

What is the relation of the heavy bear to his companion? The
heavy bear seems to be in a vague location, outside yet inside the
man. The bear goes "with" the man, follows him, and drags him.
He sleeps and walks independently of his companion. Yet the heasiy
bear is 'described as "too near, my private, yet unknown. ". Note that
"too near" and "my private" are separated by commas. The bear is
,not too near something that is private; he is that something!

Summary of the particle perspective

Several important conclusions' can be made with this data. This
is a complex metaphor in which the bear's behavior varies. The
bear does have a manifold effect on a person; He is found in ever::-
one, and he is present from birth. Though he is sometimes apart
from one's personality, he can also be indistinguishable from a per,.

deepest'and unknown motives. I want to advance this hypothesis:
the heavy bear represents animal instincts, desires; and drives whiCh
are present in all of us. These animal characteristics Deed defining.
Hopefully, the subsequent data will make the::.! characteristics clear.

4. How does the unit, viewed as a wave, differ from other similar
processes ?`

Viewed as a dynamic event, this metaphor is a cycle, rather than
a process with beginning and end. At both the beginning and end
of the poem, the heavy bear is a hungry beast,. seeking to,satisfy his
appetite. He, appears as a beating, kicking, boxing brute. And he
leaves, dragging his victim into a scrimmage of appetite. A third
person is not compatible with the bear. He boxes his brother, and
touches the loved one grossly. At the end, the, bear is "going with
his companion again. This cyclic process suggests that the bear
doesn't changeover long periods of time: The beginning follows the
end. The same boxing and gross touching will happen again. The
companion cannot change the bear's behavior.

What areare.the different dynamic pyocesses of- the 24r2i , viewed
as a.wave

There are several processes going on simultaneously. The heavy
bear's aggressiveness changes with time. At first, he is a brute,
beating and boxing as he seek's food. Suddenly, in the next stanza,
his attitude changes to one of cowardice. The ephemeral quality of

11
life terrifies him. Next, the heavy bear is passive, following and
shadowing his companion. Finally, he becomes aggressive again, carry-
ing1off his victim. The moods and influence of the bear change



There is another wave propagating with time. The physical -

attachment of the bear with his companion changes. In the beginnini
`the heaving bear.lumbers here and there, not paying much attention
to his companion. In the next stanza the bear is sldieping next to
his companion, but isn't conscious of the cempanon's presence. The
bear and man are eventually united in'the last stanza. The bear fol-
lows the man around until roles are switched and he'drags his victim
off.

rt A third process.invol*es other characters.
bear and man are preSent, .Soon,-the bear boXes
loved one appears, he touches her grosSly. The
interact with the man,-but with other people s

Initially, only the
bFother. When a

bear does not just:
well.'

6; 'How is the unit, viewed as a wave, part of a larger context?

The beds metaphor-is pert of the poem. /NOtice that the poem is
organized into.three stanzas. Each stanza can be separated from the
next depending upon the activities of the be r. In the first ,tanza,
he "lumbers here and there. In the second, e is sleeping. In the
third, the bear is followihg and then leadi g the man. There are.

Vthree distilict actions - taking
,

place.
..

Consider the bear in relation to his /companion. In the first
1

two. stanzas, there is very little interac ion between the bear and
man. Yet in the last stanza,, the bear to es on a new relationship.
He, is ah inescapable animal, now, who moves where the man moves.
EN:wntually, be drags the man away. The ear has much,rmore influence
on the man at-the end of the poem than in the beginning. His relation-
ship with the man becomes more intimat and complex. Note, *too, that
the stanzas become longer as the metap or grows more complex.

Summary of the wave perspectitie

The wave perspective adds new data to.what I termed "animal
characteristics." The bear's presence and behavior is fairly constant
over long periods of time. In short periods, though, there are vari-
ations in the bear's influence. At times his pr,esence goes virtually
unnoticed, while. at other times he directs, the behavior of his com-
panion. He can 1-Je aggressiire and hating. He can be cowardly and
afraid'. He can affect other peopleo as .well as the mental' state of
his companion.

7. If the unit is viewed as a field, how do the components contrast
with other units?

The bear is a complex system of'many values and impulses. I

Kant to explore this statement,,noting the instances where,the bear
is paired against another, value or emotion. For instance, the .bear
is-described as "A stupid clown of the. spirit's motive." Here, the
bear is paired, against the motives of the man. He distorts trutl, and
obstructs communication. The`bear "perplexes and affronts with his
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own darkness, the Secret life of belly and bone." He gets in the way
of man's deepest'desires and needs. Though a world would make his
heart clear, the tan's love is perverted by the bear. 'Is the bear
lust, or just .a fear of -exposing an intimate part of the man? The
bear "trembles to think that his quivering meat,'Must finally wince_to
nothing at all." chy is he afraid orlthe inevitability Of the future?
It should be evident that the bear reacts differeritly to different
stimuli: honesty, love, Sincerity, communicatioli-i- the future'.

8. How does the unit; viewed as a field, vary?

Ale image of the bear varies in the field of metaphors; that is,2-
the bear is metaphorically described in many ways in the poem. He °

is a crazy factotum, who seems to mess up many matters. Physically
agressive and hating, the bear climbs, kicks,land boxes. In the second
stanza he is described as a show-off in his dress suit and bulging pants.
Does the bear represent ego and pride? Or is lust arousing him sexually?
He is also a caricature, a swollen shadow, and a stupid clown. This
series of metaphors implies that he is not deliberately plotting. 'to
distort the man's/feelings. Rather the bear is stupidly and iinstinc-
tively following the man. There are many possible emotions and
desires metaphorically linked with the bear..

t
9. Viewed as a field, 'how does, the unit fit into a larger system?

J .

.

.)

The heavy' bear is a group of emotions within,a larger system we
call personality. It occupies the "central ton of every place."

Summary of the field perspective

The bear is not just'animal instincts.. He represents other
emotions not associated animals: pride and hatred, for example.
The' -heavy bear occupies a central position in every individual's"
personality.

Summary of bear metaphor

I would advance this hypothesis: the bear metaphor represents a
complex system of emotions and desires. Lust, hatred, aggression,.

-stupidity,and Pride are in this system. For lack of a better term,
r will group all these emotions 'and ,impulses into a system called
selfihness--a conbern willself above all else. Selfishness varies.,.
with time. Sometimes Tkeexpress it arid other times not. We ,expness
it in different ways. But it is always there. It is at the very
center of our being. We can separate i at times, but not rmanently.
We recognize 5,t Often, yet cannot isolate and define it. E&pecially
when: we are with others, we' notice our own slfishness.4
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PROBLEM: In "The Heavy Bear Who Goes With Me" the beaf is presented
as if it were a separate identity from the person referring to him-
self as 'me'. Yet .the bear and 'me' are totally inseparable (that
inescapable animal walks with me, Has followed me since the black
womb held). They are, with no doubt, one in the same person. This
being the case, exactly how has the author separated that person?
Why does he refer to the bear and 'me' as separ;ate identities, one
"with" the other?

UNIT TO BE EXPLORED: My exploration will focus on the bear. If the
bear can be understood, his makeup known, then one can understand
what 'me'-is and speculate as to why the author chooses to use "with".

CONTRASTIVE FEATURES OF THE UNIT:

1).Particle: To contrast the " heavy bear" with similar things, one
must first define his similar filings: My definition for this study
will be those things that are with man when he is in his most naked
and solitary state. This is a large set of units'and subunits,; there-
fore I will attempt to break it down somewhat., The initial breakdoWn
mill be 1) his physical body, ;,2) his thdught P'atterns, Man's physical .

body is-easily broken down' into subunits: eyes, legs, heart, brain,
nervois system, tc.and into further sub-subunits: cells,, atoms,
electrons, etc an's thoughts are not'so.easIfy broken down beyond
subconscious and c nacious, but I will arbitrarily do so by means o'f
a bit of fantasizing. My model will be:as follows': suppose a man's
brain were to.be separated froM his body and kept aliVe and function-'
ing. What class of thoughts would then be generally gone and what type
would be unaffected? The chart below gives some examples of how I
/believe*thehoughts would separate. I choose to ignore the separation
/of conscious thought and subconsciousehought.in this chart because
/of my lack of knowledge about them.

Thoughtk(Conscious and 'Subconscious)

A

(thoughts, having physical o ien-
tation)

hunger
anger (the need for physical re-

lease of tension)
sexual drive /love
desire for an easy life
need. of sleep
shame of one's physical appear-

ance.and overt actions
.fear of death

(thoughts with-a not so physi
cal orientation, i.e., that
would not diminish as a re-
suit of the removal of the
',brain from-the body)

love
,

.

hate°
. T

. -

fantasizing'
inner shame of -one'S own self
Sympathy , -

need for" knowledge
fear of .death,' etc.

The "heavy beam seems to have'the attributes of the subUnit,t
man's physical body. Various phrases in thestory suppbrt this. The
bear is the "central ton of every place," indicating weight and
volume; he walks with 'me', indicating legs; and he Is "dressed in
his dress suit', indicating a body. However, all of this contrasts
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sharply with the statement referring to the bear as "a swollen,
shadow ",. -which indicates the bear-encompasses more than just physical
attributes.

N
As'for the subunit, thought patterns, the bear compares favo ably

with that Class presented in,,.."A" above-and less fayoi-ably with tse
in "B". He has sexual drives, "touches her grossly", ,and desirgo'"candy, anger, and sleep."

8' J -

2) Waves: The bear seems to not be entirely physical or entirely
mental. HOwever, this central orientatibn'-seems to lie in physically
oriented thought and resulting physical.action. He is a "strutting
show off .,..Dressed in his dress- suit". He "distorts: thy gesture",
indicating that the real motive of 'mel. is distorted physically..
Many of the examples in (1) apply here also.

3) Field: The story is composed of three maior thoughts in the three
stanzas. In the first' his general desires and abilities are'sirewn.
Heds "clumsy," loves "candy, anger, and sleep", and "boxes his
brother." In the second the bear's terror of dtath and discomfort
aremphasized. He' desires a "world of sugarn the final stanza,

j!"

besides generally degrading th bear, the author shows the bear's
need. for survival and procreat on. The bear "strives to be fed" and
"touches her grossly." r,

VARIATION: A

4) Particle: One important unit in the poem is the word "with."
Any other word or words would not be acceptable. The bear is "with me",
not insie me or apart of me, but accompanying me. This use of the
word "with", along with the obvious dislike 'me' has for the bear
gives one the feeling the bear is comparable to a-parasite. A para-
site that is unwanted, that cannot be removed, and that is all-encom-
passing in its application--affecting both body and ind.

5) Wave: The bear in the beginning of the story is presented as a
total entity completely different.from 'me', "The hungry beating
brutish one". Yet as the story progres=es, the bear becomes more and
more personal with 'rne':'"distorting my gesture" and "dragging me with
him." f

.6) Field: The "heavy bear" possesses an unpredictability. He is a
"central ton", yet he is a "swollen shadow"; he s afraid Of death,
yet in love with anger; he is "opaque, too near, my private, yet
unknown". However, certain constants do exist throughout. He is
always stumbling and clumsy and is always aware of basic physical
'needs (sex, food, sleep). In a larger context the bear 'with' any
given,individual is not different from the bears 'with' other indiiidu-
als, being just "one of a-hundred million of his kind."
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7) Particle: The classcncation of the bear was defined in
section one. I believe the Year and its classification are irrespec-
tive of time and "progress." The emotions'of the bear, hunger, lust
and anger were possessed by man since b,->fore recorded history.

B) Wave: The separation of the physic it man and the mental man done
in section one is subjective at best. An example 'is sleep. Studies
have shown that physically man needs rInly three to four hours sleep
ver day. However, most people jealously defend their need of at
Least eight hours per day. Therefore, is the need for sleep a physi-
cal or mental attribute? A combination of both, to be sure, just as
all of the other separations are. fantasy in section one therefore
is impractical but, I believe, productive'in terms of understanding'
this unit.

9) Field: The bear is a significant part of a large system--the
survival of man on the planet earth. Many species of life have be-
come extinct during man's tine on earth, species that were bigger,
stronger, ark more defensible. Yet man, hi impregnable,
small body )das survived. Man's survival as generally be- attributed
to his ability`Tb reason, but his ability would have been u
without.a motive: the "heavy bear" with man gave him that motive.
Clumsy and stupid as-he is, that bear refuses to give up his fight
for survival and /procreation, no matter the odds.

4

HYPOTHESIS: The bear in Schwartz's poem is a parasite that is un-
removably'attached to an individual's thought processes. An individual's
thoognt processes are what make him unique, an individual while ,the
parasite is just one among "the hundred million of his kind." That
parasite is our pnytiical bodies that are so inarticulate at conveying
our feelings through physical action, and our physical needs that so
often control the thoughts of our conscious minds. The bear is "with
me" because is not distinctive of the individual's true self. much
as physical looks do not reveal personality.
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